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Abstract 
Shadow education gains its name because it mimics the regular system. When new subjects 
and other curriculum changes are introduced in the regular system, before long they appear in the 
shadow; as the regular grows, so does the shadow. Unlike the formal schooling system, shadow 
education is a fee-charging education system and so considered to be half education and half 
business organisation. In the last two decades, shadow education has become a global phenomenon 
across continents such as Asia, North America, Europe, Oceania and Africa, and a new field for 
researchers to explore. The previous research indicates that shadow education does not mimic the 
formal schooling system only, but further affects it by changing students’ attitudes towards the 
formal school system, school teachers’ teaching, and students’ life and learning. Apart from the 
impact on education, it also raises social issues, such as social justice, inequality, stratification and 
so on.  
The influence of shadow education on the formal schooling system and the life of students is 
vividly shown in Taiwan, where shadow education, called buxiban, is ubiquitous and is regarded as 
a unique culture. Like other Asian countries, more than 80% of students in Taiwan attend extra 
classes in the buxiban after school. The number shows dramatic growth in the last decade due to the 
education reformation and the increasing significance of English as a prominent language in the 
curriculum, which further results in the popularity and growth of English buxiban in Taiwan.  
With regard to English language teaching in buxiban, who does the teaching and who is a 
better teacher — a native speaker (NS) or a non-native speaker (NNS) English teacher — always 
matters. ‘Native speakers’ fallacy’ carries significant weight in parents’ and students’ minds when it 
comes to English language learning, which further results in the privileged status of NS teachers 
and the misconception of their superiority. Due to the nature of shadow education, as half education 
and half business, the managers of buxibans in Taiwan recruit some NS English teachers to attract 
parents and students in order to increase profits. Hence, it is not uncommon for buxibans to have 
both NS and NNS English teachers cooperating with each other in teaching. A lot of research has 
been conducted to explore the differences between NS and NNS teachers and a dichotomy with 
unequal relations of power is created to classify them into two groups. However, this NS-NNS 
dichotomy is problematic because it implies that subjectivity of NS and NNS English teachers is 
fixed and stable and differences between them are permanent and pre-existing. In this thesis, instead, 
I argue that teacher subjectivity is in an ongoing process of construction and differences are made 
rather than inherently pre-exist through thinking with Foucault’s concept of subjectivity, power, 
discourse and truth/knowledge along with Barad’s posthumanist ideas of agential realism, 
phenomenon, apparatuses and intra-action.  
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This thesis aims to disrupt the established NS-NNS dichotomy by looking at how the 
subjectivity of NS and NNS English teachers is constructed in the intra-activity with both human 
and nonhuman entities in the context of the buxiban classroom. In order to achieve this aim, this 
qualitative project utilises data collected from classroom observation and interviews. Extending 
Foucault’s ideas of subjectivity constituted within discourse, data were analysed using Barad’s 
theory of diffraction built on her posthumanist concepts of agential realism, phenomenon, apparatus 
and intra-action to explore how the material affects the construction of the subjectivity of teachers. 
This thesis provides original insights into what happens in the buxiban classroom through an 
examination of the formation of the subjectivity of NS and NNS English teachers respectively. 
Instead of restraining our thinking of subjectivity within the discourse only, reading the subjectivity 
differently with Barad leads us to see not only the discourse affects but also that the material 
matters in the process of the construction of subjectivity, redressing the limitation of Foucault’s 
discursive approach. Moreover, the research findings suggest that NS English teachers are not 
always as powerful and privileged as the literature suggests, which is not merely contesting the 
results of previous research conducted in the field of TESOL (teach English to speakers of other 
languages) but also provides researchers another perspective of rethinking the problematic NS-NNS 
dichotomy. Through reading the subjectivity differently with Barad, the research findings of this 
study make contribution to theory, the field of TESOL and shadow education.  
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CHAPTER 1: It begins … 
In the last decades, English has played a crucial and significant role around the world 
because “English mediates transnational flows of both economic and cultural capitals and 
knowledge, and states frequently see improving English competence among their citizens as 
necessary for integration into (and gaining a competitive advantage within) increasingly globalized 
political and economic networks, markets, and institutions” (Price, 2014, p. 567). Due to these 
reasons, English is commonly regarded and described as the ‘global language’ (Price, 2014) with a 
powerful, dominating and privileging status. Without doubt, the significant position of English does 
not merely lead to the wide spread of English all around the world but prompts the popularity and 
rapid growth of the TESOL industry.  
When it comes to teaching English to speakers of other languages, English teachers are 
always thought to play a determinant role in successful teaching and learning. Issues related to the 
identity of English language teachers have caught a lot of attention from researchers and a growing 
number of studies have been conducted to explore how identity is conceptualized from different 
perspectives. First of all, the mainstream scholarship predicated upon essentialized and idealized 
nativeness (in English), that (whether acknowledged or not) juxtaposes “natives” and “non-natives” 
vis-à-vis each other. The emergence of the Native Speaker (NS)- non-Native Speaker (NNS) 
paradigm could be traced back to the seventeenth and eighteenth century Europe with the rise of the 
ethnolinguistically pure nation-state (Aneja, 2018). In order to be perceived as part of the nation, 
individuals may have to share more or enough characteristics emblematic of that nation, such as 
ethnicity, language spoken, culture and so on. That is, the conceptualization of ‘self’ or ‘others’ is 
rooted in ethnicity, culture, language spoken and so on. Moreover, this conceptualization of ‘self’ 
or ‘others’ is reinforced by colonialism. With the development of colonialism around the world, 
the powerful nations were constructed to be superior to their colonial subjects in terms of ethical, 
intellectual, and linguistic standards (Aneja, 2018; Bhatt 2001; Pennycook 2008). For example, 
during the British colonial period in Hong Kong, white people with English as their first language 
were considered to be superior to the local people in Hong Kong and represented an image of a 
legitimate English native speaker.  
In the field of English Language Teaching (ELT), colonialism has contributed to the quick 
and wide spread of English around the world as well as the ongoing powerful and dominant status 
of English. It is apparent that English language teaching was a crucial part of the colonial enterprise, 
and that English has been a major language in which colonialism has been written (Pennycook, 
1998). English was established as a first language in countries, such as USA, Australia and so on, or 
as a second language in Hong Kong, Singapore, Germany, Japan, Philippines, and Pakistan. 
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(Crystal, 2003). However, after British dominion was dissolved, in countries such as Hong Kong 
and India, English was integrated into their public schools’ curricula instead of being removed. It 
indicates that the end of colonisation did not bring an end to the influence of English on learning 
and teaching all over the world, but rather the dominant, powerful, and privileging status of English 
is reinforced through cultural and technological exchange in recent years all over the world (Crystal, 
2003). In other words, under the interweaving of English and colonialism, “the superiority of the 
colonizer’s language and the beauty of ‘native speaker’ speech are still with us even in ‘post’-
colonial days” (Lin, 2012, pp.71–72) due to the global spread of English through a complex process 
involving cultural, social, political, economic, and educational fields (Lin, 2012). The development 
of colonization not only leads to the powerful status of English but also contributes to the image of 
the idealized NS who is a white, Caucasian and Western male. Hence, from a historical lens, the 
terms NS/NEST or NNS/NNEST are understood as racialized subjectivities which are “rooted in 
the historical association among linguistic and ethnic identity, and a homogeneous national 
citizenry” (Aneja, 2018, p. 260). This argument is stating that the NS teacher is more privileged 
than NNS (racialized subjectivities, colonial). More importantly, this historical lens constructs the 
notion of idealized nativeness in English as those who are Caucasian citizens of certain countries, 
particularly the “inner circle” countries (Kachru 1985 ; Selvi 2010), and speak English with a 
particular accent.  
During the last few decades, the racialized identity in the sociohistorical lens was 
reinforced by critical scholarship. A huge number of studies have been conducted to explore the 
identity of NS and NNS English teachers through the deficit-oriented critical approach. The term 
‘deficit’ used here refers to the idea that the essentialized knowledge, skills and experiences of an 
idealized “native speaker” are the measure of “correctness” and “value,” for which “non-natives” 
must aspire. Among these scholars, Medgyes (1992, 1994, 2001) does not problematize the notion 
of idealized nativeness in English, but instead he contends that “natives” and “non-natives” are two 
separate species who can both draw on their nativeness (“NESTs”: English; “NNESTs”: local 
language) in the classroom. In other words, NS and NNS teachers of English are two different 
groups of teachers who possess knowledge, skills and experiences to allow them to work 
symbiotically (Yazan & Rudolph, 2018). From this lens, we could say that NS and NNS teachers 
of English are just two different groups of teachers and neither of them is superior to each other. 
As such, the NS-NNS dichotomy is understood in terms of the inherent differences (such as 
accent, knowledge of English culture and so on) of NS and NNS and identity is still realized 
categorically, but this lens does not problematize the idealized NS.  
In contrast, another critical approach examines the NS-NNS dichotomy through the 
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NNEST lens (Mahboob, 2010) in which NS/NEST teachers are conceptualized to be superior to 
NNS/NNEST teachers. Though this approach contradicts the above-mentioned deficit approach 
(i.e. Medgyes’s work) by arguing that NS/NEST teachers are superior to NNS/NNEST, it yet 
retains categories to apprehend identity (NS/NEST and NNS/NNEST). In addition to the 
categorical apprehension of identity, this approach is collectively grounded in assumptions 
regarding knowledge, skills and experiences embedded within imposed and essentialized 
categories of identity.  
Based on the discussion above, we could see that identity of NS English teachers is 
conceptualized to be more privileged and powerful in either historical or critical lens. As well, 
identity is understood to be fixed and stable within binaries based on the inherent differences 
without any space for individuals to negotiate their identity. This conceptualization also implies 
that NS teachers of English are privileged and powerful. That is to say, there is no fluidity of 
privilege/marginalization. However, according to my own teaching experiences with my NS 
colleagues, I found that they do not enjoy privilege, but instead are marginalized because of their 
incapacity to speak the local language. This leads me to think that ‘privilege’ does not attach to 
the label of NS English teachers, but it is fluid rather than fixed and so is identity. As such, the 
conceptualization of the idealized nativeness as privileged and powerful and the interpretation of 
the fixed and stable identity within binaries should be challenged. 
Additionally, the critical realist, constructivist, postmodern and poststructuralist approaches 
move further beyond the surface of the binaries and emphasize that subjectivity of individuals is 
negotiated within discourses which interact with each other. Through this lens, identity is 
conceptualized to be in an ongoing process of formation and reconstitution within discourses 
where individuals accept, challenge, deny or problematize their subject positions. In other words, 
identity never reaches stability, but it is in flux, dynamic, changeable and in a process of 
becoming through this approach. However, this lens attends to the discursive construction of 
subjectivity and pays little attention to the impact of the material. For example, Foucauldian 
discourse analysis of subjectivity lacks discussion of the material in the process of the 
construction of subjectivity though he does not deny the significance of materiality (Olssen, 2004; 
Barad, 2007).  
Does the materiality matter in the construction of subjectivity? Thinking of the effect of 
the material, I think of my daily life in which I meet, chat with, work with, or have lunch with 
people. In addition to those living humans, on my way to my office in the university, the air I 
breathe in, the singing of the birds I hear, the lovely smell of the flower and so on also interact 
with me in certain ways.  Living in the world, humans do not interact with humans only; rather, 
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we also have interactions with other living (i.e. cats) and non-living things (i.e. uniform). 
However, for a long time, poststructuralist theories have privileged the impact of discourse and 
ignored that of the material (Jackson & Mazzei, 2012). As well, from a humanist perspective, 
agency belongs only to the human domain and humans do not share agency with other living and 
non-living things. That is, only humans own agency in the ontological world (St. Pierre, 2000). 
Through a posthumanist lens, matters matter as “matter is not inert, nor simply the background for 
human activity, but ‘is conceptualised as agentic’, with multiple non-human as well as human 
sources of agency with capacities to affect” (Taylor & Ivinson, 2013, p. 666). This leads me to 
think of the necessity to look beyond the discursive construction of subjectivity and call for a 
further move to think of the impact of materiality in the conceptualization of subjectivity. 
In this study, I intend to extend the poststructuralist approach to include a  posthumanist lens 
by taking the material into analysis when exploring the construction of subjectivity. Applying 
Barad’s approach, I read subjectivity as a phenomenon which is made sense of through intra-
activity with both human and non-human entities. That is, I read the subjectivity of English teachers 
differently and diffractively to examine who they are being produced as in the process of interacting 
with others in the classroom. It is expected to contribute to the literature on issues related to NS and 
NNS English teachers in the field of private tutoring and TESOL. Moreover, to explore the 
negotiation of English teachers’ subjectivity through this lens may transcend critically-oriented, 
categorical approaches to identity and shed light on issues related to identity.  
This chapter is structured into two main sections: the first section elaborates the origin of 
this study, the significance of English in Taiwan and the reasons for locating the research in the 
field of shadow education. The second section previews the theoretical framework of this thesis and 
informs how research data was collected along with how data was analysed.  
The origin of the study 
In April 2015, I commenced the journey of doing my PhD study in Australia and you may 
think that it is when my interests in issues related to the subjectivity of teachers originate. However, 
I would say that the starting point would be several years ago, and I don’t even remember exactly in 
which year I started being curious about it. I think it could be traced back to the time when I 
graduated from college and started my teaching career in the setting of shadow education. “It is 
called a shadow system because it mimics the regular system. When new subjects and other 
curriculum changes are introduced in the regular system, before long they appear in the shadow; 
and as the regular grows, so does the shadow” (Bray, 2013, p. 18) and shadow education is called 
buxiban in Taiwan. When working in a buxiban, what I experienced results in my research interest 
in issues on subjectivity as shown below: 
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I started my teaching career in 2004 after finishing doing my bachelor degree. I was 
an NNS English teacher in a small buxiban in which both NS and NNS English 
teachers were recruited. Moreover, one thing which was worth mentioning was that 
all three NS English teachers were white Americans. In the buxiban, I noticed that 
NS and NNS English teachers were treated differently. For example, NS English 
teachers taught less hours than their NNS colleagues, didn’t do any administrative 
work, didn’t need to take care of students’ school examinations, were not asked to 
talk to students’ parents etc. In short, they were responsible for teaching English 
only, especially speaking and listening. On the other hand, NNS English teachers 
like me had to help provide the school administrative support, have good 
communication with students’ parents, assist students with their school English 
examinations etc. That is, compared to NS English teachers, I did more teaching and 
provided other support and sadly I was paid less than them. (Taken from my 
reflection.)  
My experience in being a NNS English teacher in a buxiban led me to believe that race/skin 
color matters in the NS-NNS disparity. My belief was enforced when I did my master degree in the 
United Kingdom (UK) illustrated as follows: 
When doing my masters degree in the UK, I was viewed as a ‘yellow’ foreigner due 
to the color of my skin. One day, my friend and I met at McDonald’s to have lunch 
together and discuss our assignment at the same time. Behind us was a bunch of 
teenagers sitting there. All of a sudden, they started throwing their chips towards my 
friend and me intentionally and said ‘go back to your country, yellow chick!’. 
Feeling shocked and a bit fearful, I looked around and noticed that apparently my 
friend and I were salient ‘foreigners’ since we did not look ‘white’ in the restaurant 
in which white people were around. This was the first time in my life I was aware 
that my skin color made me different from others and also it was also the first time I 
was treated differently (being teased as a ‘yellow chick’ and be attacked by chips!) 
because of my skin color. (Taken from my reflection.) 
Being treated differently in both the workplace and the UK makes me interested in how we 
are positioned by others and how we perceived ourselves. That is, what does identity mean? As 
indicated in my teaching experience above, English teachers in my buxiban are treated differently 
due to their nationality. My colleagues who are from America do not need to take care of the 
administrative duty while I have to. There seems to be inequality and unbalanced power relations 
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between us and implies that my foreign colleagues are privileged so that they do not need to take 
care of other things except for teaching. However, instead of being privileged, they are 
marginalized when it comes to the use of students’ first language. This manifests that priviledge or 
marginalization does not attach to categories permanently; rather, it reveals the “fluid privilege-
marginalization within and across categories of being” (Yazan & Rudolph, 2018, p. 7). The 
manifestation of fluid priviledge-marginalization further indicates that identity is dynamic, unstable 
and in a process of becoming.  
In terms of identity, generally speaking, identity is who and what you are. That definition 
sounds simple and straightforward, and in everyday life, I find myself continually involved in 
identity rituals. When at home, I am my parents’ daughter and the ways I talk to them should satisfy 
their expectation of being a good daughter. When I go to the university, I am a lecturer who is 
serious and owns a lot of authority from my students’ perspective. When I teach in the buxiban, for 
my NS English colleagues, I am a NNS English teacher. When in Australia, I am likely to be struck 
that the color of my skin is different from that of most of the people around me, and I am aware that, 
compared to many people here, my accent points out that I am a ‘foreigner’. These different 
identities I play indicate that identity is dynamic rather than fixed.  
These multiple ‘I’ lead me to think that the term ‘identity’ refers to several roles we play and 
they are never settled. For Foucault, he uses the term ‘subjectivity’ which is constituted in 
discourses (Weedon, 1997) rather than identity which is viewed to be stable and fixed. That is, the 
‘who and what I am’ is dependent on contexts in which subjectivity is constituted and various 
subject positions are offered (Weedon, 1997). Hence, in this thesis, I would use subjectivity rather 
than identity because the diverse roles I play in my daily life make me feel that I am not 
permanently attached to a certain identity, but the existence of multiple ‘I’ is possible. 
Seeing subjectivity as dynamic and in flux leads me to think that the coneptuaization of 
NS/NNS from the historical and critical lens discussed earlier is problematic because it implies the 
stability of subjectivity. In contrast, poststructuralism proposes that subjectivity is precarious, 
contradictory and in process, constantly being reformed in discourse each time we think or speak 
(Weedon, 1997, p. 32). Moreover, differences are being made as Barad (2014) suggests that 
“difference is understood as differencing: differences-in-the-(re)making” (p. 175) instead of pre-
existing. Thinking of subjectivity as dynamic with Foucault, in this thesis, I intend to explore how 
English teachers are made different from each other rather than born to be different through looking 
into who they are produced as within intra-activity with other entities. In other words, this thesis 
aims to demonstrate how the subjectivity of English teachers is conceptualized through intra-action 
with others by thinking that subjectivity never reaches stability and differences are made. 
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Moreover, though much research has been conducted to explore issues on NS and NNS English 
teachers through questionnaires and interviews, not so much attention has been paid to the 
negotiation of subjectivity . Hence, this study focuses on exploring how English teachers negotiate 
their subjectivity in the classroom of buxiban by looking into how they interact with others (both 
human and non-human entities). The reasons for locating this study in the context of shadow 
education focusing on the subjectivity of English teachers are stated in the following section 
beginning with a discussion of the spread of shadow education around the world and the uniqueness 
of it in Taiwan, followed by the issues arising. 
Reasons for focusing on buxiban contexts 
In this section, I state three reasons for locating this study in the context of shadow 
education from a global and local point of view by discussing the spread of shadow education 
around the world, the uniqueness of it in Taiwan and the issues which have arisen around it. 
First of all, shadow education is widespread around the world rather than limited to Asian 
areas. Shadow education is widely known to be popular and common in Asian countries, such as 
Japan, Korea, Taiwan, Hong Kong, Malaysia etc. However, apart from the Asian areas, shadow 
education has become a pervasive phenomenon around the world, such as in North America, 
Europe, Africa and Oceania and a lot of research has been conducted in these continents to explore 
shadow education (Aurini & Davies, 2004; Ball, 2010; Bray & Suso, 2008; Bray, 2010a; Bray, 
2011; Davies, 2004; Gordon, Bridglall, & Meroe, 2005; Kwok, 2010; Paviot, Heinsohn, & 
Korkman, 2008; Silova, Budiene, & Bray, 2006; Tanner et al., 2009). The widespread of shadow 
education all over the world indicates the increasing significance of it in the discourse of education 
and its impact on the formal educational system, which further makes shadow education an 
inevitable topic to explore. 
Secondly, the popularity of buxiban in Taiwan is indicated in the previous research that 
nearly 84% of students attend buxiban after their regular school hours (Chou, 2014). As well, Tsou 
(2013) claims that English is the most popular foreign language that most of the Taiwanese people 
desire to master, thus the number of English buxiban has shown a dramatic growth in the last two 
decades, from 2,493 in 2001 to 4053 in 2018 (Short-term Tutorial Center: Information and 
management system, 2018) as shown in Figure 1 below: 
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Figure 1: A photo shows the prevalence of buxiban signs in Taiwan. Source: Author. 
(This photo is taken on a street which is next to a junior high school and very close to a primary 
school in Taiwan. The Mandarin words on these signs mean buxiban and some of them even state 
what kinds of courses they offer, such as TOEIC (Test of English for International Communication), 
TOEFL (Test of English as a Foreign Language), GEPT (General English Proficiency Test), 
English classes for children, English writing classes for secondary school students and so on. One 
advertises that all the teachers in that buxiban are NS English teachers.) 
The popularity and pervasiveness of buxiban in Taiwan shows its uniqueness by being 
described as ‘buxiban culture’ rather than a phenomenon in other countries. ‘Buxiban culture’ is 
used in Taiwan to describe its pervasiveness and popularity. In other words, we could say that 
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shadow education in Taiwan is part of Taiwanese culture instead of a phenomenon only. Due to its 
uniqueness, I think it is worth exploring issues related to NS and NNS English teachers in the 
context of buxiban in Taiwan. 
Thirdly, and even more importantly, though, the marketisation of educational discourse 
within the buxiban culture makes it a unique, interesting and noteworthy topic. Despite the 
overwhelming popularity of buxiban, in order to attract students and their parents, some of the 
buxiban advertise that they offer English classes instructed by NS English teachers to facilitate 
students to pick up their English as naturally as English native speakers. Due to people’s belief in 
the “native speaker fallacy” that assumes that “the ideal teacher of English is a NS” (Phillipson, 
1992, p. 185), more and more buxiban recruiting NS English teachers emerge in the market, which 
causes some tensions between NS and NNS English teachers, such as inequality and unbalanced 
power relations. As well, I think NS teachers are discursively constructed as an ideal teacher of 
English in the discourse of shadow education which advantages NS teachers. Being half education 
and half business makes the discourse of shadow education a space where English teachers 
negotiate their subjectivity by denying, challenging, problematizing or affirming the discursively 
produced subject positions (such as NS/NEST or NNS/NNEST). More importantly, looking into the 
negotiation of subjectivity within the discourse of shadow education manifests the flow of power 
relations in this half-education and half-business discourse, which further reflects the effect of 
shadow education on society, teachers, students and so on. Hence, I think studies carried out in the  
context of shadow education are needed. 
Owing to the global spread of shadow education, the uniqueness of it in Taiwan society and 
the tensions between NS and NNS English teachers arising in the shadow education setting, I think 
that it is worth looking into what happens in the classroom of the context of buxiban in Taiwan 
through exploring the subjectivity of NS and NNS English teachers. 
Theoretical framework 
This study aims to disrupt the existing NS-NNS dichotomy and explore the subjectivity of 
NS and NNS English teachers through intra-activity with others in the classroom of a buxiban. The 
research uses poststructuralist theory, especially Foucault’s approach, and extends Foucault’s 
theory into the posthumanism and new materialism of Barad. 
Since I intend to look into how the subjectivity of NS and NNS English teachers is 
constructed, the concept of subjectivity is the core of this study. In Foucault’s theory, he claims that 
subjectivity does not pre-exist and never reaches stability; rather, it is in an ongoing process of 
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being formed, shaped and reconstituted in the discourses where we interact with others as Jackson 
and Mazzei (2012) suggest: 
subjectivity is never stable but it is constantly shifting in response to particular 
situations and conditions, and notions of subjectivity capture this active process 
of taking up certain subject positions in an ongoing process of “becoming”- 
rather than merely “being”- in the world. (Jackson & Mazzei, 2012, p. 53) 
If subjectivity is dynamic, how does it shift from one to another? Foucault further contends 
that power relations are not fixed, top-down or repressive, but they circulate within discourses and 
are productive. With the flow of power, something new, such as subject positions, and 
knowledge/truth, is emerged or produced. Seemingly, the relationship between power and 
subjectivity is unidirectional (power → subjectivity/truth/knowledge) only. However, in the 
Chapter 5 (How is truth made?), I argue that the relationship between power, subjectivity and 
truth/knowledge is instead bidirectional. 
Through discussing Foucault’s concept of subjectivity, power, discourse and 
truth/knowledge, I notice that his approach is to focus on local discursive practices and the power 
implications of these. In other words, the significant impact of materiality, referring to both human 
and non-human entities, on the formation of subjectivity is not conceptualised in Foucault’s 
approach to his discursive analysis of the formation of subjectivity, though Foucault does not deny 
its worth (Jackson & Mazzei, 2012). As well, for Foucault, agency belongs only to the human 
domain and humans do not share agency with other living and non-living things (Barad, 2007). That 
is, only humans own agency in the ontological world proposed by Foucault. This indicates that 
“Foucault’s theories fail to provide an adequate account of the relationship between discursive 
practices and material phenomena” (Barad, 2007, p. 146). 
The lack of materiality in Foucault’s approach and the limits of agency to humans reminds 
us of a necessity of extending Foucault’s concepts into a further level by bringing the material back 
in the analysis of the constitution of subjectivity. Barad extends Foucault’s theories into a 
discursive-material approach in which both the discursive and the material play a crucial part 
instead of outweighing either one of them. In Barad’s agential realism, agency is not ascribed to 
humans but is “understood as attributable to a complex network of human and non-human, 
including historically specific sets of material conditions that exceed the traditional notion of the 
individual” (Barad, 2007, p. 23). Building on Bohr’s interpretation of quantum mechanics, Barad’s 
agential realism could be understood as an ‘onto-epistemology’; it relates knowing and being as 
irreducible and inseparable, theorising how “specific material phenomena” arise with “apparatuses 
of bodily production” (Barad, 2007, p. 139). Barad (2007) continues saying that “phenomena are 
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the ontological inseparability of intra-acting agencies” (p. 206) and are not the mere result 
engineered by human subjects; rather, Barad argues that phenomena are “differential patterns of 
mattering (“diffraction patterns”) produced through complex agential intra-actions of multiple 
material-discursive practices or apparatuses of bodily production, where apparatuses are not mere 
observing instruments but boundary-drawing practices-specific material (re)configurings of the 
world-which come to matter” (Barad, 2007, p. 206). 
In this thesis, I intend to discuss the construction of subjectivity by extending Foucault’s 
concept into Barad’s approach by means of taking the material into consideration. Extending 
Foucault’s theory into Barad’s does not deny the value of Foucault’s concept; rather, in Barad’s 
theory, except for the discursive practices, matters (material phenomena) come to matter and lead 
us to rethink the effects of matter in the relationship among subjectivity, truth/knowledge, and 
power relations. Returning to what matter matters does not mean to privilege material over 
discursive; rather it provokes us to look into the mutual discursive and material constitution of 
subjectivity instead of overemphasising either the material or the discursive.  
Research method 
As mentioned above, not so much research has been conducted to explore what really 
happens in the classroom. In order to explore how teachers negotiate their subjectivity through 
exploring their interactions with other entities in the classroom, I was present in the classroom to 
observe how they interact with each other and held interviews with teachers and students to explore 
things from their eyes. I think this study is more concerned with description and subjective 
knowledge, so I would say this qualitative study is a naturalistic inquiry which allow us to observe 
the environment, people and their relationships, behaviour, actions and activities, verbal behaviour, 
psychological stances, histories, and physical objects (Cohen, Manion &Morrison, 2007, p. 169). 
Moreover, among the main kinds of naturalistic inquiry, I locate this study in ethnography which is 
“a portrayal and explanation of social groups and situations in their real-life contexts” (Cohen, 
Manion &Morrison, 2007, p. 170).  
When doing data collection, I immersed myself in the classroom to see how teachers 
interacted with students and vice versa. The classroom observation was divided into two phases: the 
general observation and classroom observation. During the first phase, I got permission from the 
buxiban, teachers and students to access the videorecordings that are made by the buxiban for 
surveillance purposes. These cameras are set in the upper corners in the ceiling of the classroom to 
record everything that happens in the classroom. This is the normal practice in buxiban where 
school managers use the recordings as evidence of either poor teaching practice or student 
misbehaviour. Through watching these classroom recordings, I observed a lot of classrooms in a 
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short time and selected the appropriate classrooms in which to collect the data needed. The criteria 
for selecting the classes where further classroom observations were conducted was based on the use 
of classroom space, types of interaction occurring, language registers, and non-verbal actions. In all 
of these classes, teaching was done by both NS and NNS teachers.  
During the second phase, I observed classes in the classrooms selected after reviewing the 
videorecordings. During the classroom observation, it was impossible for me to remember 
everything, therefore keeping detailed records of what I saw, heard, felt, and did was a necessity. 
Dyson and Genishi (2005, p. 63) point out that field notes are used to “help to give an audience of 
readers a mostly verbal description of the site-an ethnographic sense of being in the world we call 
our case”. Although field notes are also criticised to be just a description from the researchers’ 
perspectives, it does not mean they are worthless. Except for taking field notes, all the classroom 
observations were videorecorded under the permission of teachers and students, for further analysis. 
In addition to classroom observation, interview was adopted in the research to collect data. 
A follow-up interview was held after each classroom observation. The main purpose of the 
interview was to gain an in-depth understanding of the interactions taking place in the classroom 
from both teachers’ and students’ perspectives respectively. Qualitative interviews are always 
viewed to create a special kind of speech event during which the researcher asks open-ended 
questions, encourages informants to explain their unique perspectives on the issues at hand, and 
listens intently for special language and other clues that may indicate what other informants use to 
understand their worlds (Mishler, 1986; Seidman, 1998; Spradley, 1979). Additionally, from a 
poststructuralist point of view, interviewers are in an interesting position in relation to their 
informants because they acknowledge that they can never really know the lived experience of those 
individuals. They seek to explore “truths” that are local, temporal, and in flux.  
There were two types of interviews in this study. Firstly, I did individual in-depth interview 
with teachers. In-depth interviews allowed people to explain their experiences, attitudes, feelings, 
and definitions of the situation in their own terms and in ways that were meaningful to them (van 
den Hoonaard, 2012). Secondly, I conducted focus group interviews with the students to explore the 
classroom interaction from students’ point of view. According to Kamberelis and Dimitriadis (2011, 
p. 546), focus groups serve “to generate rich, complex, nuanced, and even contradictory accounts of 
how people ascribe meaning to, and interpret, their lived experience”. Students were more 
comfortable to talk in a group.  
I carried out all the interviews in the classroom where the teaching and learning took place. 
For the interviews with teachers, we sat face-to-face and I initiated questions for them to answer. 
For those focus groups with students, students sat in a circle and I stood in the middle of it to toss 
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some questions, such as, ‘What happened in the classroom’, to them for discussion. Each interview 
lasted for half an hour and was audio recorded with the permission of teachers and students. 
A thesis is … 
Before ending this chapter, I would like to address what a thesis means to me and what you 
are going to read in this thesis. Before you start reading this thesis, have you ever thought of what a 
thesis is or what a thesis means to you? I believe that most of you may think of it as something that 
is about serious academic writing and that will make a contribution to certain fields or lead a 
candidate for a university degree (English Oxford Living dictionaries, 2018). I held this belief when 
I was a master student and I was not bothered by it so much since I assumed that a thesis was kind 
of formal, serious and academic research report in which I need to elaborate every single detail 
related to my research, such as research motivation, research questions, literature review, 
methodology, data collection, data analysis, research findings and conclusion. Owing to my belief 
in, and understanding of, what a thesis was, my master thesis was structured and fixed in the 
following order: introduction, theoretical framework, literature review, methodology, discussion, 
implication and conclusion. Also, I found that I was not the only one who held this belief or 
followed this ‘order of doing a thesis’, and all my classmates did their theses in the same order 
without any exception. However, my faithful belief in the ‘correct’ order of doing a thesis was 
shaken due to my conversation with my previous supervisor as shown below:   
In one regular meeting before my mid-candidature review, I was discussing my 
document with her and took notes on what I needed to include in it. “One part of it is 
an overview of your thesis structure with a brief introduction of each chapter”, she 
said to me. “Is it like that I need to list the headings, such as introduction, literature 
review, theoretical framework etc.?” I replied. “You don't need to have any of them. 
You can do something new. Something that represents 'you' instead of doing 
something resembling other theses. There is no correct way of writing up your thesis. 
Or I can tell you that you need to think of what you would like to do rather than 
follow what other people usually do”, she continued saying. While listening to her, 
honestly, I was thinking if it was possible to do so. “Will I get my PhD degree if I 
don't follow the 'rules'?” I thought of this in my mind. Without saying anything to try 
to convince me, she seemed to know what was in my mind, smiling at me and 
nodding her head to me ... (Taken from my reflection.) 
After the meeting, I went back to my office and sat at my desk, trying to figure out what she 
just said to me. Thinking of her words carefully, I felt that I doubted my perception of what a thesis 
was and how it was structured and my previous belief in it was fading away. ‘What kind of thesis 
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am I going to do? How can I do something that can represent me?’ emerged and has haunted my 
mind since then. In order to work out the solution, I thought the first thing I would need to 
challenge was to abandon my previous belief of what a thesis was and rethink it differently. 
Thinking of it till the last minute when I started writing this chapter, I was still confused 
with how to define ‘thesis’. Feeling extremely exhausted from trying to define what ‘thesis’ meant 
to me, what Foucault (2002a) claims the little question ‘what happens’ (p. 337) reminded me of 
shifting my focus from what it was to me towards what it did to me. 
‘What is this thesis going to do to me?’ Obviously and undoubtedly, I will be awarded a 
PhD degree after I submit this thesis and it deemed acceptable. That is, this thesis is going to make 
me as a subject who owns a PhD degree and an honored title ‘Dr.’ will be placed in front of my 
name as Dr. Feng-Ru Chang. Except for what I will be made after submitting this thesis, I saw 
myself in an unceasing process of transformation and becoming during the period of study, data 
collection, data analysis, thesis writing etc. Or I would say that I was aware that I kept transforming 
into someone at every single moment in the last three years. During my PhD journey, I do feel that I 
am different from the one before because I think of, look at, and experience this world differently. I 
am not the same I was one minute ago and am not going to remain the same in the future. Foucault 
(2000) claims that “we are not always trapped, but that we are always free-will, anyway, that there 
is always the possibility of changing” (Foucault, 2000, p. 167).  
In this thesis, you are going to read some ‘stories’ that happened in one buxiban in Taiwan 
and which I installed myself deeply in and my subjectivity was in flux. As such, I would say that 
this thesis is not a ‘real’ thesis as you may think of; rather, it is a combination of my experiences of 
doing research, my confession of nervousness/anxiety/frustration/struggle, my feelings of my 
becoming, teachers and students’ sharing of how they felt and what they thought they were etc. 
That is, it includes experiences, feelings, frustrations, struggles, negotiations, resistances, refusals, 
relationships, supports, and dreams. Thus, you are not going to read things about how ‘truth’ was 
discovered or derived since I thought that this thesis is “not oriented towards a tracing of the real, 
but rather ‘an experimentation in contact with real” (Deleuze & Guattari, 1987, p. 12) to see how 
truth is made as Foucault (1980a) claims that truth does not exist inherently, but it is made when 
power is exercised or exercises via/upon bodies. 
Abandoning the thought of defining what a thesis was to me by standing outside of it, in this 
thesis, you are going to see that I myself got involved in it and wandered around in each chapter 
through an examination of what/who NNS, NS English teachers, students and I were produced 
respectively. You are going to read my murmurings, experience my feelings, hear my shouting, feel 
my struggling etc. Hence, you may say or feel this thesis is not a thesis, but it is like a storybook 
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through which I share and express my feelings, opinions, experiences and so on. Thinking of it 
differently, I saw this thesis connected me with students and teachers tightly as I was part of them to 
experience what happened there rather than separated myself from them as Barad (2007) suggests 
“we don’t obtain knowledge by standing outside the world – we know because we are of the world” 
(p. 185).  
What is included in the thesis? 
In the following chapters, I invite you to join my journey by leading you to see where the 
research was conducted (Chapter 2: Background and context), what/why I am interested in (Chapter 
3: Shadow education and Chapter 4: The NS-NNS dichotomy), what leads me to think of them 
differently (Chapter 5: How is truth made?), what happened in my trip to the buxiban in Taiwan 
(Chapter 6: The journey of data collection), and how I see and deal with the so-called data (Chapter 
7: How is data processed). 
After giving you some general ideas about what this study is about, then, I move on to tell 
you what really happens in the buxiban by going through my encounter with the red T-shirt worn by 
teachers (Chapter 8: Uniform), the space of Level One (Chapter 9: Level One), the space of stairs 
(Chapter 10: Stairs), and the buxiban classroom (Chapter 11: In James’s classroom, and Chapter 12: 
In NNS English teachers’ classroom). 
Going through all that happened in the buxiban and the buxiban classroom may make you 
wonder what all the discussion tries to tell us. Or let me put it in another way. Does what happens in 
the buxiban classroom affect anything or anyone? What follows is my thinking of the impact of 
what happens (Chapter 13: The impact of what happened in the classroom). 
With all the writing is done, I am supposed to write a conclusion to give an ending to this 
thesis. For me, I do not think this is going to end, but I feel that this is another beginning of a new 
journey because we, as Foucault suggests, are always in an ongoing process of becoming and 
becoming never reaches an end (Chapter 14: The journey continues …). 
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CHAPTER 2: Background and context 
As indicated in the introduction chapter, this study is situated in the context of shadow 
education (called buxiban) focusing on English language teaching in Taiwan. In this chapter, I 
intend to provide you information about the background and context of this study by exploring the 
powerful status of English in Taiwan and the emergence of English buxiban. This chapter begins 
with a brief discussion of the colonial history of Taiwan; the following section addresses the 
significance of English in Taiwan, followed by an introduction of the English Language Teaching 
(ELT) in Taiwan. What follows is a discussion of the emergence of buxiban, types of buxiban and 
then narrows down to the exploration of English buxiban in Taiwan, which is the main focus of this 
study. The chapter ends with a brief consideration of the significance of shadow education in the 
current research, which impacts on this thesis.  
The colonial history of Taiwan 
‘Where are you from?’ is one of the most common questions to start a conversation with 
strangers. Every time when I reply ‘Taiwan’, people always look bewildered with a lot of question 
marks on their face. Then the follow-up question from them is always like ‘Where is it?’, or ‘Can 
you say that again?’. I am not astonished or feel frustrated at their reaction to ‘Taiwan’ since 
Taiwan is a much smaller island country located in East Asia compared to China, Japan, Korea and 
so on. It is very easy to ignore it on the world map if you don’t pay attention to it as shown in the 
map (Figure 2) below: 
 
Figure 2: A world map indicating the location of Taiwan. Source: https://mapofeurope.com/world-
map/ 
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Though Taiwan is a small island country, it has a very long, diverse and complicated 
historical background, which has great impact on the educational system of Taiwan. I would like to 
introduce the historical background by focusing on the colonial periods in Taiwan which provide a 
brief understanding of the language diversity in Taiwan and connect with the topic of this thesis.  
Taiwan is also known as ‘Formosa’ (beautiful island) which was given by Portuguese sailors 
when they sighted the main island of Taiwan. This small island was colonised by the Netherlands, 
Spain and Japan, so a variety of different styles of archeological structures can be found. Below, I 
show you the Dutch (Figure 3), Spanish (Figure 4), and Japanese (Figure 5) historical sites built in 
the colonial periods:  
 
Figure 3: A Dutch historical site. Source: https://reurl.cc/ZAANg 
(The Chihkan Tower is now located in the West Central District of Tainan in Taiwan. It was built in 
1653 during the Dutch colonisation 1642–1662 of Taiwan.) 
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Figure 4: A Spanish historical site. Source: https://foncc.com/archives/1501 
(Taiwan was colonised by Spain from 1626 to 1642. The Fort San Domingo was originally a 
wooden fort built by the Spanish in 1629 at Tamsui District, New Taipei, Taiwan.) 
 
Figure 5: A Japanese historical site. Source: https://english.president.gov.tw/Page/89 
(The Presidential Office Building was built during the Japanese colonial period (1895–1945) to 
house the office of the Governor-General of Taiwan.) 
 19 
Due to our colonial history, you may wonder how many languages Taiwanese people speak, 
you may think we speak Dutch, Spanish or Japanese or you may wonder if any of these three 
languages turned to be our official language just like the case in India. However, Mandarin is the 
official language in Taiwan and we also have other local languages, such as Taiwanese (or called 
Southern Min), Hakka, and some Aboriginal languages (Chen, 2010). Generally speaking, some 
people speak two languages, Mandarin and Taiwanese, Mandarin and Hakka, or Mandarin and one 
of the Aboriginal languages, and others speak Mandarin only. With regard to foreign languages, 
however, none of these three languages (Japanese, Spanish and Dutch) is included in the curriculum 
of the educational system in Taiwan but, instead, English is the only foreign language included in 
the curriculum and tested in the entrance examinations (Oladejo, 2006) and it has become more and 
more significant in Taiwan society in the last two decades. You must have the same question as I do: 
Why is English so important in Taiwan? The reasons for its significance are addressed in the 
following section. 
The significance of English in Taiwan 
None of the languages from the colonial countries are included in the formal education 
system in Taiwan. However, English is the only foreign language adopted in the curriculum though 
Taiwan has never been colonised by a country with English as its official language. The importance 
of English in Taiwan can be explored in terms of politics, economy, globalisation, personal 
achievement and education. Politically, Taiwan is probably most well-known for its relationship 
with China. Constantly facing weapon threats across the Straits, the Taiwanese government has 
long been aware of the need to approach the ‘center’ of the world by developing a strong economy 
and international alliance, particularly with the United States of America (USA) (Lu, 2011).  
Economically, being an island country limited by its land size and lack of any natural 
resources, Taiwan relies heavily on connecting with the global trading system. Therefore, in order 
to keep its competitiveness and its connection with the world, learning English becomes a necessity 
for commerce and international communication due to the worldwide status of English. From an 
economic point of view, Brown (2015) points out that the success of English language teaching and 
learning is very significant for successful competition in international transportation, business, 
tourism, technology and so on.  
Globalisation also contributes to the spread of English to Taiwan and affects the English 
educational policies in Taiwan. Given today’s wide spreading globalisation and the dominance of 
English as a lingua franca, communication in English is considered an indispensible competence in 
various fields. With globalisation as the driving force consolidating the world on a new level, 
English as a Foreign Language (EFL) and English as a Second Language (ESL) educational 
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programmes are viewed as critically important as Graddol (2006, p. 70) states that “English now 
forms a key part of the educational strategy in most countries”. 
Concerning personal achievement, English is commonly viewed as a medium for people to 
get better careers and reach higher social status (Jonathan, 2013). According to Lin (2012), people 
in Taiwan think that the “mastery of English is considered important for accumulating personal 
capital and English is regarded as a socio-cultural asset” (p. 70) as well as being associated with 
better careers and a higher status. In Lu’s study, English played a crucial role in the application for 
government positions (Lu, 2011). Additionally, Hsieh (2010) confirmed the crucial and determinant 
role English plays in the private job market.  
Educationally, in Taiwan, competency in English is still a gatekeeper in receiving higher 
education. Having a master or doctoral degree means having passed competitive entrance 
examinations, most of which require high English test scores (Lu, 2011). In 2002, a White Paper 
known as Challenges 2008 demanded that English should become a part of Taiwanese life (White, 
2013). In order to achieve this goal, this policy is viewed as an English Exit policy — a gate-
keeping device requiring university students to take an examination in English language, such as 
TOEFL (Test of English as a Foreign Language), TOEIC ( the Test of English for International 
Communication), IELTS (International English Language Testing System) or GEPT (the General 
English Proficiency Test), before graduation. Most universities in Taiwan set their own standards 
(Chen & Johnson, 2004). Students who fail to pass the English requirement set by universities 
cannot graduate until they retake and pass it.  
The factors discussed above are reported to lead to the prominent status of English in 
Taiwan. Moreover, instead of seeing the significance of English rooted in the contextual realities, 
recent studies have discussed English as a de facto lingua franca which is driven by the neoliberal 
discourse. In the case of Taiwan, it is reported that “in the current era, Taiwanese educational 
reform policies have addressed a concerted desire for participation in the global knowledge 
economy, for global competency, and global cultural awareness as laid out in a 2012 White Paper” 
(MOE, 2012, cited by Yang, 2013). In order to achieve this, more attention is given to “Western 
forms of knowledge, and to global priority subjects such as mathematics and science, and English” 
(Majhanovich, 2014, p. 175), especially English education in Taiwan. From the neoliberal lens, we 
could see that the emergent significance of English is not rooted in a single or a series of factors; 
rather, the dominant status of English could be seen as an assemblage in which economy, politics, 
education, globalization and other personal factors interact with each other. 
It seems that, in Taiwan, English competency is viewed as a development aid not only for a 
nation to build relations with political powers and maintain national economic competition, but also 
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for an individual to succeed in higher education and the job market. Owing to its increasing 
importance, English becomes superior and more powerful than other languages used in Taiwan. Its 
privileged status leads to a phenomenon in which the growing importance of English restrains the 
development of proficiency of students’ native language. For example, more and more parents give 
priority to improving their children’s English ability rather than that of Mandarin (Lee & Chou, 
2014). This is also revealed by the dramatically growing number of buxiban focusing on English 
language teaching (Hsu & Yang, 2018).  
The growing significance of English in Taiwan not only leads to the unbalanced power 
relations in the discourse of languages used in Taiwan but also implicates the growing emphasis on 
English language teaching (ELT) in Taiwan in the curriculum of regular schooling system and of 
shadow education. What follows is background of ELT in Taiwan. 
The English language teaching in Taiwan 
Learning English in Taiwan has long been a compulsory part of the curriculum in secondary 
education, including both junior and senior high school, and English is the only compulsory foreign 
language adopted in the curriculum. The importance of English in the curriculum can be traced 
back to the Ching dynasty. English enjoyed its privileged status over other foreign languages in 
formal education in 1862 when the first public foreign-language school was established. After 
several changes of government and relocation to Taiwan, the language policy, which was already 
implemented in China, was adopted by the Taiwan government. Since then, English has been 
formally listed as the compulsory foreign language to be taught from the beginning of middle 
school, including both junior and senior high schools (Taga, 1976) to the first year of college.  
The curricular standards before 1994 focused on grammar-translation, with accuracy 
emphasised over fluency. Moreover, the grammar translation method has been prevalent in Asian 
countries inclusive of Taiwan (Chan, 2015). Since then, the traditional English teaching in Taiwan 
can be described as both teacher-centered and test-driven. Teachers in these classrooms control 
almost everything and students are required to follow their teachers’ instruction. For example, 
students listen to their teachers’ explanation of the entire text of the textbook and most of the time is 
spent on the analysis of the grammatical structures of sentences. The main emphasis in these classes 
is on building students’ knowledge of English grammatical structures. Students have very little or 
no chance to acquire speaking and listening skills because they are not included in the entrance 
examinations (Chang, 2008), which further results in the marginalisation of listening and speaking 
instruction (Chen & Tsai, 2012). 
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In order to compensate for the lack of training in English communicative skills as well as in 
response to globalisation, the English curriculum for secondary schools was revised in 1994 and 
1995, when the ‘communicative approach’ was adopted as the central guiding principle. The 
emphasis in this educational reform was on stressing the importance of cultivating communicative 
competence, primarily oral and listening skills while not neglecting reading and writing skills 
(Ministry of Education, Republic of China, 2002, 2003). Meanwhile, regarding the English 
curriculum at college level, the focus shifted from the improvement of students’ reading skills to an 
integration of the four language skills (Chen & Tsai, 2012).  
While the change in the English curriculum occurred in 1994, in reality, teaching has 
remained much the same over the previous twenty years (Tsao, 2000). One reason is that English 
was the only foreign language to be tested in the entrance examinations, such as the Comprehensive 
Assessment Program for junior high school students and College Entrance Examination, for the 
higher level of schooling, so classroom teaching remained test-driven and focused on grammar. In 
order to pass these entrance examinations to get into their ideal schools, both teachers and students 
still put their main focus on reading and writing skills while listening and speaking still did not gain 
much attention. 
The development of English listening and speaking abilities has been ignored for a long 
time even though the ‘communicative approach’ had been adopted in the curriculum since 1994. 
Many university professors and English teachers have been complaining about students’ poor 
listening and speaking abilities (Chen & Tsai, 2012). In 2014, the Ministry of Education in Taiwan 
announced some new policies to improve students’ listening and speaking abilities. English 
listening was included as a formal and compulsory part of the Comprehensive Assessment Program 
for junior high school students. English has been an optional part of the College Entrance 
Examination since 2013 and it became compulsory in 2015. Without enough and appropriate 
exposure to English listening training, not only a lot of students but also their parents felt anxious 
about the adoption of English listening as a formal part of the entrance examination (Ping, 2015). 
Since schools cannot provide enough training on English listening and speaking, most of them turn 
to English buxiban for aid, which further prompts the growth of English buxiban in Taiwan. 
The emergence of buxiban in Taiwan 
If you have been to Taiwan, you may be shocked by the streets which are lined up with 
buxiban on both sides or with overflowing signs advertising for buxiban as shown in figure 1 in 
Chapter 1 ( It begins…) 
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As mentioned above, shadow education is a global phenomenon which is quite unique in 
Asian countries (Bray, 1999; Bray & Lykins, 2012; KOSIS, 2015; Liu, 2006, 2012; NIER, 2015; 
Sato, 2012; Zhan, Bray, Wang, Lykins, & Kwo, 2013; Zhang & Bray, 2016). According to studies 
(Chou, 2014; Potaka & Yen, 2011), more than 80% of students in Taiwan attend extra classes in the 
buxiban after school. The high percentage does not merely indicate the indisputable popularity of 
buxiban but also implies its impact on the education system. Due to its dramatic growth in the last 
two decades, shadow education in Taiwan does not mimic the regular school system only; rather, to 
certain degrees, it has great impact on the school systems, such as teaching and learning, and evokes 
some tension between school and buxiban teachers (Wang & Bray, 2016) and also results in issues 
on social justice, inequity, classes, unbalanced power relations and so on (Bray & Kwo, 2013). For 
Taiwanese people, buxiban has “become a social phenomenon” (Hsu & Yang, 2018, p.1258) and it 
even gets its name called “buxiban culture” (Johanson, 1997) due to its popularity. In the following 
sections, I elaborate on this Taiwanese ‘buxiban culture’ based on my own experiences. 
The emergence and popularity of buxiban is rooted in the cultural, educational and personal 
developmental aspect. When I was a child, my grandmother always told me: 
‘As a child, all you need to do is to study hard, do well on the examination, get good 
grades, enter a great university, get a wonderful high social-economic job and earn 
a lot of money. All pursuits except studying are of little value.’ (Taken from my 
reflection.) 
So the teachers did their best to make us believe that getting good grades equals being a 
‘good’ student who will have a successful and bright future (Huang, 2011; Liu, 2012). Scholars 
contend that this high respect for academic performance is derived from the influence of Chinese 
Confucianism (Liu, 2012; Tam & Hsu, 2002; Wang & Lin, 1998) that emphasises the importance 
and necessity of working hard. Under the influence of Chinese Confucianism parents believe that if 
their children do better at school, they will have a better career in the future. In order for better 
personal development in the future, most of the parents in Taiwan send their children to buxiban for 
extra training to strengthen their ability for taking tests.  
In addition to the impact of conventional Chinese Confucianism, the two big entrance 
examinations are another factor leading to the increase of buxiban. In Taiwan, two entrance 
examinations are held respectively at grades 9 and 12. The former is for the entrance to senior high 
school and the latter is for that to university. With the belief that entering good schools guarantees 
bright personal development (Huang, 2011; Liu, 2012), doing well in these two examinations 
becomes the most important thing in a student’s life. Moreover, parents’ high expectations of their 
children further worsens the pressure students face. Under the high pressure, most of the students 
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spend their after-school time taking extra classes in the buxiban and believe that they will do better 
in the examinations than others as long as they go to buxiban to learn more. Undoubtedly, these two 
entrance examinations facilitate the rapid development of buxiban that is viewed as part of 
Taiwanese culture. 
However, some of the students are stressed-out due to the overwhelming pressure emerging 
from these two entrance examinations. In order to reduce the painful pressure students suffer from, 
the Ministry of Education in Taiwan has launched some educational reformation as solutions to this 
problem. Unfortunately, the reformation of educational policies failed to achieve its goal — reduce 
students’ pain — rather, on the other hand, it increases the stress and pain students have as well as 
encourages the drastic growth of buxiban instead of inhibiting it. 
The new school entrance policy called ‘a multi-track school entrance plan’ diversified the 
breadth, and pushed the growth, of buxiban in Taiwan (Hwang, Wu, & Chou, 2003; Liu, 2012). In 
order to reduce the pressure of the school entrance examinations that students face, Taiwan’s 
Ministry of Education has launched a ‘multi-track school entrance plan’, which enables students 
with other talents in other fields (such as arts, music, sports and so on) to still enter good schools 
even though their academic test scores are not so high. Due to this policy, most of the parents hope 
their children can do well at school and be good at some talents simultaneously in order to take 
advantage of this new school entrance plan. Unfortunately, this new school entrance plan does not 
decrease the pressure students face, but encourages the rapid growth of both academic (Liu, 2012) 
and non-academic buxiban (Hwang et al., 2003). Moreover, as indicated above, English language 
listening is included in the entrance examinations since 2015, so both parents’ and students’ anxiety 
about the lack of listening training results in the popularity of English classes offered in buxiban 
(Ping, 2015), which further pushes parents to send their children to buxiban since schools could not 
satisfy students’ academic needs (Chou, 2014).  
Through the discussion above, we can see that several factors, such as cultural belief, 
education reformation, personal belief etc., affect the popularity and emergence of buxiban in 
Taiwan. That is, I think that peoples’ embrace of shadow education is not driven singularly by one 
factor, such as cultural or social, but it is a phenomenon with such a complexity in which numerous 
factors entangled with and affected each other simultaneously. Hence, here I would like to clarify 
the emergence of buxiban in Taiwan is seen as an entangled phenomenon whose complexity is far 
beyond the discussion done in this section.   
After this brief discussion of the emergence of buxiban, the following sections lead you to 
an in-depth understanding of the context of buxiban, including types of buxiban and English 
buxiban in Taiwan. 
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Types of buxiban 
Unlike formal schools where the class size is almost fixed, buxiban are structured in 
different sizes and types to meet customers’ (i.e. students, and their parents) needs owing to the 
nature of buxiban as half business and half education (Bray, 2007). Below I would like to elaborate 
the types of buxiban in Taiwan in terms of the classes offered by buxiban to provide you some 
information about the context of this study. 
Concerning the types of classes offered, buxiban are roughly divided into two categories: 
academic and non-academic. As the name suggests, academic buxiban offer the core school 
subjects, such as Chinese, English, Math, Science and so on, which are taught at school and are 
included in the entrance examinations for senior high school and university. Compared to academic 
buxiban, its opposite is non-academic buxiban in which the teaching program is not directly related 
to the regular school curriculum. Some common types are talent and skills classes (Chou & Yuan, 
2011). Because the main focus of this study is on academic buxiban, focusing on English language 
teaching, the discussion of both types of buxiban is beyond the scope of this study. Below I will 
narrow down the discussion to English buxibans only. 
English buxiban 
English buxiban, as the name suggests, focuses on English language teaching and they are 
roughly categorised into two types based on the size of the class. Larger operations feature 
‘superstar’ Taiwanese English teachers who are in a celebrity-like status (Price, 2014), and the 
number of students in one class is over one hundred (Chou & Yuan, 2011) shown in the photo 
(Figure 6) below. 
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Figure 6: Big size of the English class in buxiban. Source: 
https://buzzorange.com/2017/05/05/cram-school-cultura-of-taiwan/  
The classroom is too big for all the students to see the blackboard and the ‘superstar-like’ 
teacher in the front of the classroom clearly, so screens are hung on the ceiling for those who sit far 
away from the teacher and the blackboard. Big classes like the one shown in the photo above are 
instructed by ‘superstar-like’ Taiwanese teachers who use Chinese as the medium language in class 
and focus on teaching grammar, reading and vocabulary as well as providing useful tips for 
examinations. No native-speaker English teachers are involved in the larger operations. The main 
reason why those teachers are excluded is that they do not speak Chinese and they have no 
experience in doing the entrance examinations. Knowing very little about the examination system in 
Taiwan eliminates NS or teachers from other countries from the larger operations which emphasizes 
improving students’ test skills to do better in the entrance examinations.  
Moreover, those ‘superstar-like’ teachers are generally viewed by students as more 
humorous, interesting and creative compared to school teachers (Chang, 2013). For example, some 
of them even imitate the dressing of famous TV stars or dress themselves up in a non-teacher-
dressing way to attract students’ attention to ‘sell English’ (Chang, 2013) and further the rate of 
enrolment. 
Moreover, the teachers are portrayed and advertised as sort of celebrity (Figure 7) to attract 
students’ and parents’ attention and interests.  
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Figure 7: The advertisement of buxiban teachers. Source: 
http://www.sohu.com/a/191791090_355857 
In order to ‘sell English’ more effectively and enhance the biggest profits, larger operations 
always distribute advertisements with the number of students who enter the top five national 
universities in Taiwan (Figure 8) or you can see these advertisements on the walls outside of the 
buxiban (Figure 9).  
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Figure 8: The advertisement of high enrollment in top universities. Source: 
http://www.rulin.com.tw/list-e0103.html 
(This advertisement says the number of students enrolling in the Medical School of National 
Taiwan University.) 
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Figure 9 : The advertisement of high enrolment in top universities. Source:
（https://www.chinatimes.com/newspapers/20170506000337-260106） 
Owing to the ways the larger operations recruit students, we can say that they are more like 
profit-oriented businesses rather than places of education. In this context, the traits of those 
‘superstar-like’ buxiban teachers and their fame/reputation may be more crucial or determinant for 
students to decide which buxiban they prefer to join, rather than teachers’ academic background or 
professional performance. Furthermore, I think the discourse of larger buxiban creates the 
knowledge of what a good English buxiban teacher is. They must be able to attract as many 
students as possible to ensure the buxiban has the biggest profits and simultaneously meet students’ 
needs (e.g. provide useful notes, tips for doing exams well, maintain the certain number of students 
in their classes etc.). 
However, lecture-style classes delivered by ‘superstar-like’ teachers are always criticised in 
regard to the limitation of student-teacher interactions, the lack of face-to-face interactions with 
parents and less individual attention given to students (Bray & Kwok, 2003; DeBrincat & Falzon, 
1996) due to the celebrity-like teachers’ extremely busy schedule. Students who prefer having face-
to-face interactions with teachers turn to smaller operations, which are either franchises of larger 
national chains or hosted by individuals (Price, 2014). These smaller operations place emphasis on 
providing small size of classes (shown in Figure 10) by limiting the number of students per class to 
maximum 15 to guarantee the best teaching and learning quality, such as enough time for asking 
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questions, more face-to-face interactions with teachers, and a close student-teacher relationship 
(Harfitt, 2013). 
 
Figure 10: Small size English classes. Source: Author. 
Moreover, smaller operations offering English classes can be divided into two categories 
based on the subjects offered and the teachers hired. One is called Win-Lee buxiban and the other is 
American-English buxiban. Generally speaking, Win-Lee buxiban offers several school subjects 
whereas American-English buxiban offers English classes only. Win-Lee buxiban offer English 
classes instructed by Taiwanese non-native English speaker teachers who focus on teaching and 
reviewing students’ school English curriculum and use Chinese as a medium of instruction. In other 
words, these English classes are test-oriented and the main purpose is to get students skilled for 
school and entrance examinations   
American-English buxiban, on the other hand, are staffed wholly by NS English teachers or 
partially NS and partially NNS teachers. As well, English is always used as a medium of instruction 
in most of the American-English buxiban. The goal of the English classes of American-English 
buxiban differs from that of the Win-Lee buxiban as test preparation is to cultivate and balance 
students’ four English skills, listening, speaking, reading and writing. NS and NNS English teachers 
cooperate in teaching and NS English teachers are normally responsible for listening and speaking 
(Ling & Braine, 2007), and NNS English teachers take care of grammar, reading and help students 
prepare for school English tests (Yeh & Wang, 2009).  
Among the different types of instruction in English buxibans (NS teachers only, half-NS and 
half-NNS and NNS teacher only), the reasons for why students choose to study at one type of 
buxiban are complicated and several factors are involved. However, one of the biggest driven 
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factors is the influence of the educational policy on the entrance examination.  Earlier in this 
chapter, I mentioned that the inclusion of English listening in the entrance examination fosters the 
development of buxiban due to students’ and parents’ mistrust of the formal education system. In 
other words, the desire to pass the entrance examination is one of the significance factors affecting 
students’ and parents’ choice of buxibans. Additionally, other factors, such as personal preference,  
belief, experience, economic condition and so on may also play a crucial role. For example, 
according to my experience, my students voiced that they think Taiwanese teachers are better at 
teaching because they use Chinese as a medium of instruction and acknowledge the examination 
system well. This makes students choose courses instructed by Taiwanese teachers rather than NS 
English teachers. 
However, there is no clear-cut boundary between these two types of buxiban since most of 
the American-English buxibans now also offer subjects other than English, and some Win-Lee 
buxiban also hire NS English teachers in their English classes. Hence, I think they are essentially 
the same except for the names they adopt and in this study, I use English buxiban to refer to both 
instead of distinguishing one from the other. Though now the line between these two types of 
buxiban is blurring, Win-Lee buxiban which employs Taiwanese teachers and focuses on academic 
subjects is more common and popular than American-English buxiban because having good 
academic performance and entering a good senior high school/university is still the first priority for 
most of the Taiwanese students as indicated earlier.  
This study is located in an English buxiban where English is the main focus, but Science and 
Math are also taught. Both NS and Taiwanese NNS English teachers are recruited and Taiwanese 
NNS English teachers are responsible for most of the teaching while NS English teachers just come 
two days a week and do half-an-hour or forty-minutes of teaching for each class. As well, English is 
used as a medium of instruction in the classroom; that is, both teachers and students are asked to 
speak only English in the classroom. The main reason for choosing this type of buxiban to be the 
research site is because both NS and NNS (Taiwanese) teachers are recruited. As indicated in 
Chapter 1, I pointed out inequality and fluidity of privilege-marginalization exists in this binary and 
this further implies that subjectivity is dynamic and changeable. Since subjectivity is not fixed, the 
categorical interpretation of subjectivity in the historical and critically-oriented literature is 
problematic. Hence, I think that this type of buxiban meets the research focus on interrogating the 
categorical apprehension of identity rooted in in critically-oriented literature in the field of ELT. 
Who is missing in Taiwanese buxiban 
As discussed above, buxiban in Taiwan is roughly to be divided into two types based on its 
teaching focus and the teachers recruited. With regard to the teachers recruited in American English 
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buxiban, one thing needs to be addressed here. In the case of Taiwan, ‘white’ NS teachers from 
America and with American accent enjoy more privilege than those from other countries. I think 
that the preference of American NS teachers not only marginalizes but also results in the missing of 
NS teachers from other countries in the context of buxiban in Taiwan. For example, NS teachers 
with British accent are ‘accepted’ and paid less (Price, 2014) compared to those with American 
accent. Moreover, other NS teachers who do not look white are missing in the ELT market of 
Taiwan. Take my friend’s experience as an example. He, an English native speaker with Asian 
appearance (his experience is detailed in Chapter 4：The NS-NNS dichotomy), is rejected for a 
teaching position open to NS teachers. The school manager said to him the reason he was rejected is 
because of his non-white and Asian appearance even though he speaks English like a native speaker. 
In other words, in the context of Taiwan buxiban, the image of an ideal NS teacher is 
conceptualized to be ‘white’ and with an ‘American accent’ rather than speaking English as first 
language. This further results in the missing of NS English teachers from other countries, such as 
Japan, Hong Kong, India, Singapore and so on. Moreover, instead of seeing this conceptualization 
of the idealized nativeness as general in all contexts, I argue that the conceptualization of the 
idealized NS English teacher is local rather than global and it varies in different contexts in which 
culture, society, politics, economy and so on interact with each other. Following this line, it moves 
beyond the image of the idealized English teacher in ELT across contexts and enables us to see 
what idealized nativeness refers to in various contexts. 
The missing research on shadow education 
Shadow education is becoming a global phenomenon instead of being limited to Asian areas. 
Though a lot of research has been conducted to explore the popularity, significance and impact of 
shadow education from economic, social, cultural and educational dimensions by questionnaires or 
interviews, not so much has been carried out to look into what really happens in the classroom in 
the context of shadow education by classroom observations. In other words, the previous research is 
limited to a descriptive research approach. Hence, due to the increasing growth of shadow 
education around the world, I think it is necessary to explore what really happens in the classroom 
of shadow education to deepen our understanding of this global phenomenon and compensate the 
gap in the literature. In this thesis, I intend to investigate what happens in the classroom of a 
buxiban in Taiwan by observing the classrooms and interviewing teachers and students. 
Conclusion 
In this chapter, I introduced the background where this study is located, discussed the 
emergence of shadow education in Taiwan and examined the types of buxiban. I explored the 
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emergence of shadow education from cultural, social, educational and personal perspective and 
argued that it is an entangled phenomenon with such a complexity in which several factors are 
involved and they affect and are affected simultaneously. Further, I argue that the phenomenon of 
shadow education is such a complexity that it cannot be explained simply based on one singular 
factor, such as culture, society, and so on. Applying Barad to the emergence of shadow education, I 
argue that the emergence of shadow education is seen as a phenomenon which is made sense of 
through the intra-activity between human and nonhuman entities in the discourse of nation, 
education, culture, society, people, economy and so on instead of being known singularly based on 
either one of them. As equally important, this chapter mentions the necessity and needs to conduct 
research on exploring what happens in the classroom of shadow education because of the lack of 
studies in the current literature.  
The next chapter continues the discussion on shadow education by expanding my discussion 
in this chapter into the development of shadow education and issues which have arisen within 
shadow education. 
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CHAPTER 3: Shadow education 
Unlike the formal schooling system, shadow education is a fee-charging education and thus 
considered as half education and half business. In the last two decades, shadow education has 
become a global phenomenon across continents, such as Asia, North America, Europe, Oceania and 
Africa, and a new field for researchers to explore. 
This chapter contextualises the phenomenon of shadow education by exploring the 
development of shadow education, followed by issues associated with shadow education. I begin 
the chapter with a definition of shadow education, followed by an introduction of the spread of 
shadow education from Asian areas to internationally and end it with a discussion of economic, 
educational and social issues arisen from the phenomenon of shadow education. Importantly, I point 
out what lacks in the previous research in the literature and address how this study will fill in the 
gap. 
Shadow education 
Apart from the formal schooling, more and more students pay to attend extra classes after 
school and this phenomenon is becoming increasingly popular all over the world. The paid tuition is 
commonly called ‘private tutoring’, ‘supplementary education’ or ‘shadow education’. In this thesis, 
I favour the term ‘shadow education’ because I think it properly represents the nature of paid tuition 
education which stands outside the mainstream schooling. Why is it called shadow education? Bray 
(2013) contends that “it is called a shadow system because it mimics the regular system. When new 
subjects and other curriculum changes are introduced in the regular system, before long they appear 
in the shadow; and as the regular grows, so does the shadow” (p. 18). Compared to the formal 
schooling, shadow education, as a mode of education, is regarded as a relatively new field of 
research and it has caught a lot of attention from researchers in the last two decades due to its wide 
and rapid spread around the world.  
When it comes to shadow education, it is inevitable to think of Asia as a notable location of 
shadow education activity (Manzon & Areepattamannil, 2014), with a long historical development 
in both Korea and Japan (called Juku). In South Korea, a significant majority of primary and 
secondary students have experienced purchasing some supplemental education during their school 
careers. According to Lee’s (2005) estimates, Korean families invested 56% of the total national 
education budget in these learning enhancement activities in 2003 (Lee, 2005). The country’s 
participation in shadow education is among the highest in the world. A survey in 2003 indicated 
that 83.1% of elementary, 75.3% of middle school, and 56.3% of high school students received 
private tutoring (Choi et al., 2003). In Japan, a survey showed:  
 35 
in 2012, 41.9% of primary school students, 70.2% of middle school students, and 
33.8% of high school students were enrolled at juku. These rates are generally higher 
for private school students, except for those in middle school (primary school: 71.1%; 
middle school: 52.8%; high school: 37.3%. (Entrich, 2015, pp. 196–197) 
Apart from Asian countries, shadow education is a pervasive phenomenon around the world, 
such as in North America, Europe, Africa and Oceania, and a lot of research has been conducted in 
these continents to explore shadow education (Ball, 2010; Bray & Suso, 2008; Bray, 2010a; Bray, 
2011; Davies, 2004; Gordon et al., 2005; Kwok, 2010; Paviot et al., 2008; Silova et al., 2006; 
Tanner et al., 2009). In Canada, for example, Aurini and Davies (2004) found that, in 2002, about 
24% of Ontario parents had hired private tutors for their school-aged children, and the tutoring 
business had shown a growth of between 200 and 500% in major Canadian cities over the past 30 
years. In the UK, according to Ireson and Rushforth (2004), 27% of primary and secondary school 
students have had a private tutor for examination preparation and help with daily learning. 
Moreover, in terms of Eurasian countries, Silova et al. (2006) showed that in Azerbaijan, 93% of 
the respondents reported that they had received private tutoring in the form of lessons or courses 
during their final year of secondary school; 80% reported receiving such tutoring in Georgia; 79% 
in Ukraine; 71% in Mongolia; 66% in Poland; and 56% in Slovakia (Mori & Baker, 2010).  
With the wide and rapid spread of shadow education all over the world, shadow education 
as an education mode does not merely negatively mimic the formal education system but also 
impacts on society, economics and education. That is, through the rapid development of shadow 
education further arises several social, economic and educational issues. What follows is a 
discussion of issues arisen by the pervasiveness of shadow education. 
Issues arisen by shadow education 
Shadow education, unlike regular school system, is not free-of-charging education rather, it 
is a fee-charging ‘service’ (Bray, 2007). In other words, shadow education is not viewed as ‘pure’ 
education because people have to pay to use the ‘service’ it provides. The fee-paying service not 
merely positions buxiban in an overlapping area between business and education (Bray, 2013), but 
also results in economic, educational and social issues which have been widely researched. 
Economic implications 
Economically, several studies (Bray, 2013; Chou & Yuan, 2011; Kassotakis & Verdis, 2013; 
Kontogiannopoulou-Polydoridi, 1995; Papakonstantinou, 2006; Papas, 1989; Polychronaki, 2004; 
Psacharopoulos & Papakonstantinou, 2005; Psacharopoulos & Tassoulas, 2004) indicate that 
parents voiced that the tuition fees of receiving private tutoring consume a great part of the family 
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income. Moreover, owing to the high costs of private tutoring, for most of the households, both 
parents have to work harder to support their children to obtain private tutoring. In response to the 
fees charged by private tutoring, we can say that to certain degree parents do not have enough time 
to get along with their children, or even worse some of them are nearly absent in their children’s life 
(e.g. when they are back home, their children already fall asleep). Moreover, this alienating child-
parent relationship worsens since children spend most of their after-school time receiving 
supplementary classes rather than at home. Students who attend extra classes after school voiced 
that they always come back home late, and they don’t have many interactions with their family 
(Bray, 1999), which further results in the poor social relationships (discussed in the section of social 
implications below). 
Educational implications 
Educationally, shadow education affects the role of regular schools. Schools are generally 
viewed as formal settings for students to learn. However, due to the overloading homework and too 
many after-school classes (Bray, 2013; Kassotakis & Verdis, 2013), students work longer (7:30 am 
to 5:10 pm at school and maybe 6 pm to 9/10 pm in shadow education) (Chou & Yuan, 2011) than 
full-time employees (normally 8 hours per day), they are always exhausted and sometimes fall 
asleep in school lessons (Bray, 2013; Chou & Yuan, 2011; Wang & Bray, 2016). School teachers 
complain that private tutoring has become a major locus of activity rather than a supplement and 
they feel that school has become a place for students to play and sleep (Wang & Bray, 2016, p. 878), 
but not for study and learning. That is, shadow education to certain degrees seems to take over the 
original role schools used to play in the society and they function as the main places for teaching 
and learning. I would like to argue that the shifting of schools’ positions indicates that shadow 
education is not merely under the domination of schools which they imitate or they only change 
when schools change. Instead, I think the shifting of schools’ function reveals the operation of 
power relations which further constitutes the multiple subjectivity positions for (formal schooling 
and shadow education) teachers. 
In spite of the impact on the role of schools, shadow education elicits the unbalanced power 
relations between students and their teachers in the context of shadow education. The fee-charging 
education mode raises students’ awareness that they are ‘consumers’ since they pay the teachers to 
obtain their services (teaching), which furthers the tension between students and their teachers. It 
turns out that students are more powerful than their teachers in some certain contexts. The following 
excerpt taken from Hartmann’s (2013) study in Egypt illustrated how the students took advantage 
of their teacher’s financial dependency as well as how they were aware of their more powerful 
position than their teacher: 
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The students, however, did not show much interest in the class nor respect for the 
teacher: the girls busied themselves braiding their hair, painting their fingernails, and 
talking on the phone, while one of the boys had headphones in his ears and seemed 
to be listening to music and the other one demonstratively put his head down on the 
table. To my surprise, the teacher did not call them to order and did not even 
intervene when the boys lit up cigarettes during the lesson……He (the teacher) 
doesn’t dare call us to order. With other students, he would just shout and scold them 
normally, because they are… together, on the same level. But with us he is somehow 
afraid, he thinks we are better… he is afraid of my father. You know how much we 
pay him for these lessons. (p. 64) 
Contrary to the tension between students and their teachers in Egypt, the emergence of 
shadow education also results in tension between school and shadow education teachers as well as 
the change of school teachers’ attitudes (Chan & Bray, 2014) since students’ interest shifts from 
mainstream schooling to private tutoring (Kassotakis & Verdis, 2013). With the aid of shadow 
education, school teachers may feel that they don’t have or need to work as hard as they used to as 
shadow education is so common, and their students can get extra help for their study from shadow 
education (Chan & Bray, 2014). The change of school teachers’ attitudes towards teaching may 
result in poor quality of teaching practices, which reinforces the popularity of shadow education and 
simultaneously encourages students to attend shadow education. Due to the competitive market of 
shadow education, shadow education teachers tend to be more interesting, humorous and stay in a 
closer relationship with their students than school teachers do (Bray, 2013). Some research (Bray, 
2013; Chan & Bray, 2014) claims that students feel their relationship with their shadow education 
teachers is much closer and they even share their daily life with them, such as having chats on 
casual topics. This closer relationship between students and their shadow education teachers 
furthers students’ trust on them, which to certain degrees encourages the growth of shadow 
education and leads to the tension between formal school and shadow education teachers. 
Aforementioned, the popularity of shadow education elicits the change of school teachers’ 
attitudes towards teaching, which leads to the poor quality of their teaching practices. Studies (Bray, 
2013; Chan & Bray, 2014; Wang & Bray, 2016) indicate that students voice that they benefit more 
from their shadow education teachers’ classes rather than their school teachers and students are 
reported to show more respect to their shadow education teachers (Wang & Bray, 2016). Moreover, 
some students show fewer interests in their school teachers’ classes, and find school boring and 
they switch off since their shadow education teachers always cover the topics that are taught at 
school in advance (Chan & Bray, 2014). It turns out that students are mind-absent in their school 
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classes or even challenge their school teachers’ authority, such as not to complete school homework 
(Wang & Bray, 2016). Some teachers have positive attitudes towards shadow education teachers 
and even encourage students to take private tutoring since they think shadow education teachers do 
help the slow learners show some improvement (Wang & Bray, 2016). However, some school 
teachers feel stressed, have negative opinions towards shadow education teachers and think it is 
necessary to abandon shadow education (Bray, 2013). The tension has worsened since some 
shadow education teachers critique school teachers’ inappropriate teaching approach, old-fashion 
teaching practices and so on (Chan & Bray, 2014). This devaluing of school practice reduces 
students’ trust in school education and simultaneously school teachers criticise that shadow 
education should not have existed (Wang & Bray, 2016). The reciprocal critique from school and 
shadow education teachers to each other fosters the tension by questioning each other about how to 
be a ‘good’ teacher.  
Based on this discussion, we can see that shadow education has a great impact on the role of 
the mainstream system and causes tensions between students and their school teachers or shadow 
education teachers, as well as tensions between formal school teachers and shadow education 
teachers. However, in the literature, the tensions between teachers in the context of shadow 
education have not caught a lot of attention and not so much research has been conducted to explore 
them. This thesis intends to examine the tensions between shadow education teachers by exploring 
the subjectivity of NS and NNS English teachers based on a discussion of whether NS English 
teachers are more privileged and powerful than NNS English teachers.  
Social implications 
From a social perspective, there are three areas demanding particular attention: pressure on 
students, social relationships and social inequalities. In terms of the overwhelming pressure caused, 
obviously, students attending the mainstream and supplementary classes are placed under 
considerable pressure (Bray, 1999), which further affects students’ health. For example, a slogan, 
‘Four hours’ sleep for success, but five hours’ sleep for failure’, was at one time very common in 
Japan and was seen as a strategy needed to pass the college-entrance examinations (Tsukada, 1991, 
p. 8). Moreover, students receiving shadow education always felt stressed because of outweighing 
homework from not only school but also shadow education (Bray, 2013). In order to finish the 
overloading homework assigned, it is common to see students do their homework from shadow 
education in school lessons (Bray, 2013) and do their school homework when attending 
supplementary classes. Undoubtedly, students who are overloaded with homework suffer a lot of 
pressure and burn out or stress out (Kassotakis & Verdis, 2013). 
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As well as the pressure students suffer, poor social relationships are another negative impact 
generated from shadow education. For example, the family bonds of affection are inevitably 
weakened when students have to spend most of their time attending supplementary classes after 
school (Bray, 1999). Furthermore, students with overwhelming homework and extra classes seldom 
have time to hang out with friends and develop friendships. The poor social relationships may 
further lead to some social problems. 
Further and equally important, shadow education reinforces the social inequality because the 
fee-charging shadow education is more easily available to the rich than to the poor. For example, 
prosperous households are able to afford the fees or even pay more to hire one-on-one private 
tutoring which can even be delivered in students’ homes. That is, children from rich families more 
easily receive greater amounts, and superior quality, of private tutoring (Bray, 1999; Bray, 2013; 
Bray & Kwo, 2013), which further crystalises social class and elicits social inequality (Bray & 
Lykins, 2012). This social inequality could pose a threat to social instability (Bray, 1999).  
Issues associated with social inequality that have arisen in shadow education have been 
widely researched in the literature. Most researchers focus on exploring the inequality between 
students (the rich versus the poor) and discussing the impact of the inequality produced on social 
class, social stratification, and social justice. Though some studies (Braine, 2010a; Clark & Paran, 
2007; Cook, 2005; Guo & Beckett, 2012; Llurda, 2004; Mahboob, 2010; Phillipson, 1992; Price, 
2014; Todd & Pojanapunya, 2009) illustrate the inequality between NS and NNS English teachers, 
they are limited to being descriptive in the mainstream system, based on data gathered from 
questionnaires or interviews discussing their different salary, students’ attitudes towards them, or 
the privilege NS English teachers enjoy. However, not so much has been carried out to examine the 
inequality that occurs between teachers in the context of shadow education. Hence, in this study, I 
adopt a qualitative approach and collect data by means of classroom observation and interview to 
explore the construction of teachers’ subjectivity in the discourse of shadow education  rather than 
relying on quantative data.. 
Conclusion 
This chapter provided a brief introduction of shadow education and explored issues that 
arose within shadow education from an economic, educational and social perspective. Through the 
examination of the issues associated with shadow education, it indicated the negative impacts of 
shadow education, such as heavy economic burden for parents, poor social relationships, tensions 
between school and shadow education teachers etc. Crucially, through this discussion, I pointed out 
that not so much has been done to explore the tensions between teachers in the context of shadow 
education, though some studies have been conducted to explore the inequality between NS and 
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NNS English teachers, which lead to a problematic and descriptive NS-NNS dichotomy in which 
NS English teachers are more privileged and powerful than their NNS colleagues. However, the 
prestige NS English teachers enjoy is debatable and is questioned in the literature as discussed in 
Braine (2010a, 2010b), Chang (2016), Clark and Paran (2007), Guo and Beckett (2012), Jenvey 
(2012), Mahboob (2010), and Wu and Ke (2009), which then indicated the NS-NNS dichotomy is 
problematic. Due to the lack of research on tensions between teachers in the shadow education 
context and the illusion produced by the NS-NNS dichotomy, I see the need to investigate the 
tensions between teachers in the context of shadow education by looking into what English teachers 
are produced as respectively in the buxiban classroom through observing their interactions with 
other entities. 
Before moving on to explore what NS and NNS English teachers are produced as 
respectively in the classroom, the next chapter begins a discussion of the NS-NNS dichotomy based 
on the previous research on issues related to these two groups of teachers. 
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CHAPTER 4: The NS-NNS dichotomy 
Who is responsible for teaching is always regarded as a crucial and determinate factor 
impacting the effects of students’ learning. That is, teachers play a significant role in the process of 
learning and affect the outcome of students’ learning. With regard to English language teaching and 
learning, English teachers are normally divided into two groups: NS and NNS English teachers. In 
the industry of TESOL, NS English teachers are always considered as a much more appropriate and 
a better learning model for learners (Clark & Paran, 2007; Wu & Ke, 2009; Braine, 2010a; 
Mahboob, 2010; Guo & Beckett, 2012, Phillipson, 1992; Cook, 2005; Llurda, 2004; Todd & 
Pojanapunya, 2009) as Phillipson claims that people hold the belief of the “native speaker fallacy” 
(Phillipson, 1992, p. 185). Though NS English teachers are thought to be better teachers than their 
counterparts, NNS English teachers occupy the majority of English language teaching roles 
(Canagarajah, 2005; Cheung & Braine, 2007; Ma, 2012) by three to one (Crystal, 2003; Ma, 2012).  
The belief of the “native speaker fallacy” (Phillipson, 1992, p. 185) and the imbalanced 
number of NS and NNS English teachers have been catching researchers’ attention and have led to 
a debate on which group is better, NS or NNS English teachers. Several studies have been 
conducted to explore the racial, linguistic, cultural and pedagogical differences between NS and 
NNS English teachers to distinguish NS from NNS English teachers and further an NS-NNS 
dichotomy is established. However, I argue that this dichotomy is itself problematic through 
thinking of how differences are made with Barad and argue that NS and NNS English teachers are 
produced differently rather than they are inherently different from each other.  
This chapter deals with the existing literature by discussing who a native speaker is, if race 
matters, and who ‘owns’ English. It continues to explore the strengths and shortcomings of NS and 
NNS English teachers respectively from a linguistic, pedagogical and cultural perspective, followed 
by an examination of the established NS-NNS dichotomy. Finally, I end this chapter with a 
rethought of the NS-NNS dichotomy by thinking of differences and representation with Barad’s 
approach and argue that the terms, ‘NS’ and ‘NNS’ are like false labels and need to be disrupted 
and discarded.  
Historical lens 
In this section, I lead you into a discussion of who a native speaker is from the historical 
lens in terms of race/ethnicity, the ownership of English, colonialism and Kachru’s model of the 
classification of world Englishes. 
 42 
Who is a native speaker? 
Browsing through the job advertisements for English language teachers online, you may see 
some terms like ‘native English speakers’, and ‘non-native English speakers’. Have you ever felt 
confused with what ‘native English speakers’ or ‘non-native English speakers’ mean? Have you 
thought how we distinguish native English speakers from non-native English speakers? What are 
the differences between them? 
When I searched for teaching positions online and encountered these terms for the first time, 
the first thing that came to my mind was that I am not a native English speaker because English is 
not my mother tongue. In my case, I view that the difference between NS and NNS English teachers 
is linguistically dependent on whether English is their first language. Bearing this in mind, I always 
skipped the job vacancies which targeted the native English speakers. However, my belief was 
broken by my friend’s story of a job interview as shown below: 
My friend was born in Taiwan but grew up and finished his tertiary education in 
South Africa where English is the official language. He has Asian appearance but 
knows very little about Chinese. That is, his first language is English, not Chinese. 
He got a phone call from a school manager who was looking for an appropriate NS 
English teacher. They had a very good conversation in English via phone and the 
school manager wanted to meet him in person to discuss every detail about this 
teaching position. When they met, the school manager told him that they couldn’t 
offer him this position due to his Asian appearance. ‘You sound like a native English 
speaker via phone. Your English is perfect. But you don’t look like a ‘native English 
speaker.’, said the school manager. He was turned down due to his non-native-
English-speaker look. (Taken from my reflection.) 
From the excerpt above, we can see that native English speakers do not refer to those whose 
mother tongue is English. However, it seems that what they look like matters more than their 
linguistic capacity. That is, the genetic traits, such as the skin color, appearance, the hair color etc., 
matter when it comes to being a native English speaker. My friend’s experience is not rare since 
many other native English speakers, such as Asian-American or non-white teachers, may be denied 
a teaching job or paid less due to the countries they are from (Price, 2014). For example, the 
preferred NS English teachers are white American teachers (Chang, 2004; Lan, 2011) and this 
phenomenon is obviously shown in job advertisements requesting certain accents or nationalities 
and most of them prefer ‘native American teachers’, or specifying that, for example, British accents 
were ‘acceptable’ (Price, 2014). Differentiated salaries for different accents and nationalities are not 
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unheard of (Price, 2014). In other words, native English speakers may be treated differently and 
unequally due to the countries from which they are from and their appearances. 
The story of my friend and the favour of the job market lead me to rethink of what ‘native 
English speakers’ meant and which belief is ‘correct’, the linguistic, genetic, or geographical one. 
How do we define ‘native English speakers’? Is there a clear-cut boundary between native and non-
native English speakers? If so, how do we construct this boundary? When thinking of these 
questions, no matter which belief is ‘correct’, seemingly, we tend to distinguish NS from NNS 
English teachers based on the inherent differences (such as genetic, geographical or linguistic 
differences) between them. This is revealed in the previous research about the issues on NS and 
NNS English teachers, focusing on dividing English teachers into two categories based on the race, 
ownership of English, teaching performance, and their shortcomings and strengths. In the following 
sections, I argue that the ways we perceive NS and NNS English teachers and categorise them into 
two groups are problematic through an examination of previous studies based on the inherent 
differences between NS and NNS English teachers, which further leads to the construction of the 
debatable NS-NNS English teacher dichotomy in which whiteness is perceived to be privileged and 
powerful. 
Given the story of my friend and the preference of the job market above, we can see how 
race and geography impact how people conceptualise the image of an English native speaker. 
Below I continue thinking of what an English native speaker is through the racial lens and the 
ownership of English.  
Does race matter? 
Native speakers are commonly connected to the image of white experts in English as 
indicated in the interview data below: 
In fact a lot of the ads [for hiring teachers] that ask for a native speaker really mean 
‘Asians need not apply’. If you look like a Western (i.e. you’re white) you’ll often be 
accepted as a native speaker even if you’re German, Dutch etc. 
Parents do care about the white face, even to the point of preferring a white non-
native speaker to an Asian native speaker. (Todd & Pojanapunya, 2009, pp. 24–25) 
The “native speaker fallacy” (Phillipson, 1992, p.185), one of the myths that manipulate 
people (Freire, 1993), reinforces the beauty of the ideology of native English speakers who are 
white and have Caucasian faces or as we call it ‘Western appearance’. Based on the ideology of 
what native English speakers look like, there has been a preference for native English speakers as 
teachers who are regarded as the learning model for students (Braine, 2010a; Clark & Paran, 2007; 
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Guo & Beckett, 2012; Mahboob, 2010; Wu & Ke, 2009). This preference has been pointed out in 
several studies (Braine, 2010a; Clark & Paran, 2007; Guo & Beckett, 2012; Mahboob, 2010; Wu & 
Ke, 2009) where it is argued that NS English teachers enjoy the privileged status in the job market. 
Though NS English teachers seem to be more popular than NNS English teachers in applying for a 
teaching position, it is interesting to notice that not all NS English teachers are treated equally 
during the screening process.  
My friend’s story mentioned in the section above is not uncommon in the TESOL industry 
and it seems to imply that the ethnic background of NS English teachers is far more significant than 
their linguistic ability (Giri & Foo, 2014; Price, 2014). This phenomenon could be seen from job 
advertisements in some communities, such as Japan, Taiwan, UK, China, Hong Kong and so on, 
and is truly pointed out in the reflection from those non-visible ethnic minority, native English 
speaking teachers (non-VEM-NEST) (Javier, 2010) who are “striving to be recognized as a 
‘legitimate’ English language professional” (Giri & Foo, 2014, p. 243). The following experience of 
Joe Foo (2014), an Australian NS with an Asian background indicates that race matters a lot in how 
people perceive what NS English teachers are: 
During my studentship in the program of EIL, I came across numerous stories all 
telling how awkward they felt when they (the non-native teachers of English) found 
out that they did not meet the local’s perception of a native speaker. Despite strong 
advocacy that English teachers should be judged on the basis of their qualifications, 
teaching experiences and teaching abilities, and not on the basis of their look or 
‘native’ness (see for example, TESOL INNEST Caucus 2011; Javier 2010; Maum 
2002), classified advertisements for English teachers round the world keep calling 
for either ‘native-foreigners’ or ‘Western-looking’ applicants but not ABAs 
(American-born Asians). In case of more than one place available, those who do not 
fit the descriptions outlined above are often negotiated with lower salary or are 
offered lower level positions. The stories of teacher-hiring practices suggesting white, 
Caucasian faces needed to placate parents’ demands were fresh in my mind as I 
headed to Japan. A confident native speaker of ‘Australian’ English as I was, I 
wasn’t prepared to face any such situation. I did have some teaching experience and 
used to be a ‘popular’ teacher of ESL. Nonetheless, as I approach my new teaching 
venture, the stories that made me nervous are those of parents complaining that their 
children did not receive the ‘full’ foreign experience because certain teacher(s) did 
not look white; and the story of a Taiwanese-American being refused for a teaching 
 45 
position requiring a ‘native English speaker’ because she was ‘Chinese’ not 
Caucasian, and therefore was ‘unable’ to teach English to the local children... 
Nobody said it directly to me “Oh, you are not really ‘Australian’!” but there was 
always an unexpressed surprise in the form of an uncomfortable pause when I told 
them who I was. It was unsettling that my ethnic background emasculated my 
teaching ability and my credibility as a native English teacher… (Giri & Foo, 2014, 
pp. 243–244) 
From Joe’s reflection and my friend’s experience, apparently, we could see that the ‘real’ 
native English speakers refer to those who are white and have Caucasian faces in Taiwan and Japan. 
In other words, we could say that the ‘real’ NS English teachers are genetically perceived 
differently from their counterparts (NNS and non-VEM-NEST) regardless of education 
qualification, teaching experiences, teaching performance, professional proficiency etc. This 
illustration reflects research such as that by Hashimoto (2013), Houghton and Rivers (2013), Guo 
and Beckett (2012), Javier (2012), Kubota and Fujimoto (2013), Braine (2005), Nemtchinova 
(2005), and Medgyes (1992). A hierarchy is formulated to divide NS English teachers into different 
levels based on their skin colour and nationality without taking their language proficiency, 
academic background, teaching experience etc. into consideration. This hierarchy further creates 
inequality and unbalanced relations of power among NS English teachers. For example, NS English 
teachers who have white skin and are from the USA are regarded as the real native speakers of 
English and always get higher pay than other NS English teachers from other countries, such as 
Canada, UK, Australia, South Africa and so on, as well as NNS English teachers (Guo & Beckett, 
2012; Wu & Ke, 2009). As well, either NNS or non-VEM-NEST who do not fit in the traditional 
image of NS English teachers are often placed in teaching positions with less authority (Javier, 
2010; Tsuneyoshi, 2013; Medgyes, 1994). 
In short, undoubtedly, ethnicity has been a crucial factor affecting the distinction between 
NS and NNS English teachers in the previous research. We can say that a clear-cut line is drawn to 
distinguish NS from NNS English teachers based on their ethnic backgrounds. In other words, I 
think that whiteness seems to attach to ‘powerful’, ‘privileged’, ‘better’ etc. Or we could say that 
whiteness means powerful, privileged, better etc., and it further turns white NS English teachers 
into a more preferred, privileged and powerful English teacher than NNS English teachers. 
However, there remains some disagreement as to whether NS English teachers are always preferred, 
privileged and powerful than NNS English teachers in the literature. For example, NNS English 
teachers are reported to be more welcome or favoured by students in some studies (Braine, 2010; 
Chang, 2016; Clark & Paran, 2007; Guo & Beckett, 2012; Jenvey, 2012; Mahboob, 2010; Wu & Ke, 
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2009). The conflicts found in the literature lead me to wonder if whiteness equates to power and 
privilege. 
In this thesis, bringing the issue of race back does not mean that I want to emphasise the 
importance of race in categorising English teachers into two groups. Rather, I intend to explore 
what whiteness means in the classroom by arguing that whiteness does not have inherent meanings 
(such as power, privilege etc.) attached to it; rather, whiteness is made sense of through the intra-
activity between the white and non-white bodies. Equally importantly, I argue that NS English 
teachers do not always benefit from their white outlook and enjoy privilege in the TESOL industry 
through looking into what sense is made of whiteness in the classroom of James (Chapter 11: In 
James’s classroom). 
Who owns English? 
Except for race, another common way people acknowledge who a native speaker English 
teacher is, is by means of the ownership of English. That is, who owns English is thought to be an 
NS English teacher. However, the connection between the ownership of English and whiteness is so 
strong that white people are commonly regarded to own English rather than others who do not look 
white. For example, some studies contend white native English speakers are always thought to be 
the 'real' native English speakers and English is better taught by them (Guo & Beckett, 2012; 
Kubota & Lin, 2009; Park, 2009). That is, they are thought to have the ownership of English, so 
they are better English teachers. This belief is also addressed in Joe's reflection above — parents 
worry that their children don't receive 'full' English under the instructions of non-white teachers 
(Giri & Foo, 2014). More interestingly, though some white people do not speak English as their 
first language, they are viewed as English native speakers due to their white appearance and are 
treated differently (Price, 2014). Seemingly, whiteness matters more than the English linguistic 
capacity when referring to the ownership of English, which leads me to think of the reasons for why 
the connection between whiteness and the ownership of English is so strong. Below I would like to 
discuss this from two perspectives: colonialism and Kachru’s model of the classification of world 
Englishes. 
Colonialism  
Colonialism has contributed to the quick and wide spread of English around the world as 
well as the ongoing powerful and dominant status of English. It is apparent that English language 
teaching was a crucial part of the colonial enterprise, and that English has been a major language in 
which colonialism has been written (Pennycook, 1998). English was established as a first language 
in countries, such as USA, Australia and so on, or as a second language in Hong Kong, Singapore, 
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Germany, Japan, Philippines, and Pakistan. (Crystal, 2003). However, after British dominion was 
dissolved in these countries, such as Hong Kong, India, English was integrated into their public 
schools’ curricula instead of being deleted. It indicates that the end of colonisation did not bring an 
end to the influence of English on learning and teaching all over the world, but rather the dominant, 
powerful, and privileging status of English is reinforced through cultural and technological 
exchange in recent years all over the world (Crystal, 2003). In other words, under the interweaving 
of English and colonialism, “the superiority of the colonizer’s language and the beauty of ‘native 
speaker’ speech are still with us even in ‘post’-colonial days” (Lin, 2012, pp.71–72) due to the 
global spread of English through a complex process involving cultural, social, political, economic, 
and educational fields. (Lin, 2012). In other words, English has been in a powerful status since the 
colonial period and its superiority continued after the end of colonialism.  
Moreover, owing to the dominating position English is placed in, people who 'own' English 
are constructed to be more dominating, powerful, and privileged. During the colonial period, white 
people whose first language was English were in a controlling, dominating, powerful, and 
privileged position. That is, under the influence of colonisation, white people are regarded to 
possess English and are more powerful and privileged. This perception of white people did not 
vanish with the end of the colonial period, but it still occupies people’s minds tightly and is 
reinforced with the development of globalisation.  
I think that the strong connection between whiteness and the ownership of English further 
advantages the more powerful, dominant and privileged subject position of white NS English 
teachers, increases the NS-NNS tensions and prompts the establishment of the problematic NS-
NNS dichotomy. However, this thesis does not merely deal with how whiteness is made sense of in 
the classroom but also argues that whiteness does not always stand for power or privilege. 
Kachru’s model of the classification of world Englishes 
Apart from the influence of colonialism, the ownership of English is enhanced by the 
classification of world Englishes proposed by Kachru (1992). According to Kachru’s three-circle 
model shown in Figure 11 below, English is mainly classified into three categories: the Inner Circle, 
Outer Circle and Expanding Circle. Countries like Australia, Canada, New Zealand, the United 
Kingdom and the United States belong to the Inner Circle where English is the primary language 
shared by the majority of the population. India, Malaysia, the Philippines are examples of countries 
in which English is said to be spoken and used as a second language. The final classification of 
Kachru’s model is EFL in which English is seldom used or spoken in people’s daily life. Countries 
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like Taiwan, Japan, Korea, China, Indonesia and many countries in the Middle East are in this 
classification where English is learned but seldom used or spoken in daily life. 
 
Figure 11: Kachru’s model of the classification of world Englishes. Source: 
https://doanbangoc.wordpress.com/2011/07/26/world-englishes/ 
Kachru further proposes that the countries belonging to the Inner Circle are ‘norm-
providing’, countries in the Outer Circle are ‘norm-developing’, and those located in the Expanding 
Circle are ‘norm-dependent’ (Mariño, 2011). I think that Kachru’s model produces people in the 
Inner Circle as the ‘owners’ of English since they are the ‘norm-providers’ of English, those in the 
Outer Circle as native-like speakers, and those in the Expanding Circle as non-native speakers. 
Moreover, this model empowers people belonging to the Inner Circle and they, white people, are 
produced as more dominating, powerful, and privileged than those who are excluded from the Inner 
Circle. I would say that both the superior status of English and the force of the Inner Circle make or 
produce white people as a subject who ‘possess’ English and is becoming more and more 
dominating, powerful, and privileged in the industry of TESOL. Moreover, the ownership of 
English assigned to white people further serves as a determinant factor used to distinguish white 
from non-white teachers and form the NS-NNS dichotomy. I think that Kachru’s model reinforces 
the illusion that white people own English and are the ‘real’ English native speakers. 
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However, the NS-NNS dichotomy formed based on the ownership of English is problematic 
due to the weaknesses of Kachru’s model in which world Englishes are classified into three circles 
based on the geographical and genetic differences (Jenkins, 2003). Following Kachru’s model, only 
people from the Inner Circle ‘own’ English and are better English teachers for learners. However, 
this model fails to account for any possibility of people who are bilingual or multilingual in any 
circle and it doesn’t take the speaker’s language proficiency into consideration (Mariño, 2011). In 
short, this model classifies English speakers into three circles only based on the inherently 
geographical (where they are from) and genetic (whiteness) differences without any consideration 
of linguistic ability.  
Based on the discussion above, we could see that the way (non)native speakers are 
conceptualized is linked to their ethnicity and their ownership of English, which is reinforced by the 
spread of colonialism. Instead of simply saying that certain ethnicity with English as their first 
language is viewed as native speaker, I would like to lead you into the way native speakers are 
conceptualized based on ethnicity and their ownership of English through the historical lens. This 
could be traced back to “the rise of the ethnolinguistically pure nation-state in the seventeenth and 
eighteenth century Europe” (Aneja, 2018, p. 260). In order to be perceived as  legitimate citizens 
of these nations, individuals have to possess the specific characteristics associated with these 
nations. For example, one may be ‘accepted’ or ‘perceived’ as part of the nation when he/she 
shares the same/most/enough phenotypic, cultural and linguistic characteristics of it while others 
who do not are marginalized or perceived as ‘others’. In other words, here I would say that the 
conceptualization of ‘self’ or ‘others’ is rooted in ethnicity, culture and language spoken. 
Moreover, this conceptualization of ‘self’ or ‘others’ is reinforced by colonialism. With the 
development of colonialism around the world, the colonising nations are constructed to be 
superior to their colonial subjects in terms of ethical, intellectual, and linguistic standards (Aneja, 
2018; Bhatt 2001; Pennycook 2008). For example, during the British colonial period in Hong 
Kong, white people with English as their first language were considered to be superior to the local 
people in Hong Kong and represent an image of a legitimate English native speaker. Through this 
historical lens, the term NS/NEST or NNS/NNEST is understood as racialized subjectivities which 
are “rooted in the historical association among linguistic and ethnic identity, and a homogeneous 
national citizenry” (Aneja, 2018, p. 260). 
From the historical lens, the NS-NNS dichotomy is conceptualized based on ethnicity, 
language and nationality. Furthermore, the racialized subjectivities imply that there are imbalanced 
power relations existing in this NS-NNS dichotomy because the group of NS English teachers is 
regarded to be superior to that of NNS English teachers. The privileged subjectivity of NS English 
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teachers attracts researchers’ attention and has led to a great volume of studies conducted to explore 
the differences between NS and NNS English teachers (Chang, 2016; Ling & Braine, 2007; 
Medgyes, 1992, 1994, 2001; Shin & Manochphinyo, 2017; Walkinshaw & Oanh, 2014). Research 
which aims to distinguish NS from NNS is conducted through an investigation of the strengths and 
weaknesses of NS and NNS English teachers. The comparison between the strengths and 
weaknesses of NS and NNS English teachers generates the NS-NNS differences which are 
significant in the establishment of the NS-NNS dichotomy. However, I would like to argue that 
these generated NS-NNS differences oriented from comparing their strengths and weaknesses are 
viewed to be fixed, stable, inherent, and attached to NS or NNS. This further implies that the 
subjectivity of NS and NNS respectively is unchangeable and not in flux. As well, this has led to an 
ongoing debate on discussing how we conceptualize the NS-NNS/NEST-NNEST dichotomy.   
Below, let’s start with a discussion of previous studies focusing on comparing the strengths and 
weaknesses of NS and NNS teachers. 
The deficit-oriented critical lens 
Through examining the conceptualization of native speakers from the historical lens, the NS 
teachers of English are conceptualized to be more privileged than their counterparts. However, from 
a critical lens, scholars, such as Medgyes (1992, 1994, 2001) argue that NS and NNS are simply 
two different groups of teachers through comparing the differences between them. Medgyes’s 
conceptualization of NS/NNS is further challenged by others, such as Mahboob (2010), who claim 
that NS teachers of English are more privileged than NNS from the NNEST’s lens. In this section, I 
intend to invite you to join me in the discussion of how NS/NNS teachers of English are 
conceptualized in the deficit-oriented critical lens by examining the strengths and shortcomings of 
NS and NNS English teachers, followed by a discussion of the produced NS-NNS dichotomy. 
The strengths and shortcomings of NS and NNS English teachers 
The significance attached to issues on the differences between NS and NNS English 
teachers has been indicated in the increasing number of studies conducted to compare these two 
groups of teachers in terms of their perceptions of themselves and their counterparts as well as their 
students’ perceptions and attitudes towards them. In order to differentiate NS from NNS English 
teachers, numerous studies were carried out to explore the strengths and weaknesses of NS and 
NNS English teachers from different perspectives. In the following sections, I discuss the strengths 
and drawbacks of NS and NNS English teachers respectively from the linguistic, pedagogical, and 
cultural perspective. 
Linguistic perspective 
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Linguistically, NS English teachers are described as fluent and authentic in English 
language use (Ling & Braine, 2007; Samimy & Brutt-Griffler, 1999), especially their ‘authentic’ 
pronunciation and vocabulary use serve as models for English learners (Barratt & Kontra, 2000; 
Medgyes, 2001). Moreover, from language learners’ perspectives, speaking English with an 
‘authentic’ accent and pronunciation is always what they desire to achieve, which makes NS 
English teachers with ‘authentic’ accents and pronunciation great language learning models for 
them. In contrast, NNS English teachers are always regarded to be lacking English language 
competence, which often leads to a feeling of their inferior status when comparing themselves with 
NS English teachers (Medgyes, 2001). According to previous research, NNS English teachers show 
little confidence in speaking, vocabulary, and pronunciation (Braine, 2005b; Reves & Medgyes, 
1994; Samimy & Brutt-Griffler, 1999; Yeh & Wang, 2009). It is assumed that the ‘authentic’ 
accents and pronunciation are the essential and crucial element to distinguish NS from NNS English 
teachers. That is, the linguistic differences of NS and NNS English teachers are based on their 
inherently authentic accents and pronunciation, which are used as a standard in the NS-NNS 
dichotomy to separate NS from NNS English teachers. 
However, the preference for an ‘authentic’ accent is problematic because the definition of 
‘authentic’ accent is very unclear as “…even native speakers have varied accents all over the U.S. 
The way it’s been reported, [the definition of ‘accent’] is very vague” (Prabhu, 2010, p. 1). Hence, 
how do we define what an ‘authentic’ accent is, based on the fact that an accent refers to “no more 
than one’s way of speaking, the way one sounds when speaking, the way one uses sound features 
such as stress, rhythm and intonation” (Kumaravadivelu, 2008, p. E4). This definition of authentic 
accent is challenged by socio-linguistics that suggests that everyone has his/her peculiar way of 
speaking or using a language; it is called ‘idiolect’ (Fromkin, Rodman & Hyams, 2017). Therefore, 
Braine (2010b) further suggests that not only non-native speakers but also native speakers speak 
with their own accents since everyone speaks with an accent (Braine, 2010b). For native speakers, 
their accents “may be determined by the geographical area or social class to which speakers belong” 
while the accents of non-native speakers are related to their mother tongues (Kumaravadivelu, 2008, 
p. E4 in Braine 2010b, p.19). Here we can see that the accents of native speakers are geographically 
or socially distinguished rather than attached to race/ethnicity.  
Moreover, using the problematic authentic accents to distinguish NS from NNS English 
teachers results in the dominance of native speakers, unbalanced power relations, and the inequality 
in the workplace as Prabhu (2010) claims: 
For decades the field of English language teaching has suffered from the myth that 
one only needs to be a native speaker in order to teach the English language. The 
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myth further implicates that native English speakers make better English as a second 
language or English as a foreign language teachers than nonnative speakers of 
English, because native English speakers are perceived to speak ‘unaccented’ 
English and understand and use idiomatic expressions fluently. (Prabhu, 2010, p. 1)  
The discrimination and inequality in the hiring practices are also pointed out as “teachers 
with non-native accents were perceived as less qualified and less effective and were compared 
unfavorably with their native-English-speaking colleagues” (Maum, 2002, p. 1). Moreover, under 
the domination of pursuing authentic accents, NNS English teachers perceive themselves not 
'qualified' to teach listening and speaking as Pederson (2012) indicates below: 
It was the fourth week of my TESOL Masters course in Teaching Listening and 
Speaking when I noticed that Choonkyung, a middle aged high school English 
teacher, was looking very uncomfortable and like she wanted to speak. After a few 
agonizing minutes she raised her hand and said: “I like what we’re learning in class, 
but I don’t feel that I’m qualified to teach listening and speaking”. I asked her why 
she felt that way and she merely repeated her earlier statement, but this time with 
nodding agreement from three other students who were also public school English 
teachers. Changing my approach, I then asked her about her educational background 
and her experience as a teacher and she replied that her undergraduate degree was in 
English education, that she had been a certified public school English teacher for 
nine years and had been studying English for at least twenty years. I then asked her 
how it could be that a woman with her qualifications, experience, and obvious 
English completely could feel unqualified to teach? Choonkyung looked even more 
uncomfortable and said: “My English is not suitable for teaching listening and 
speaking”. When I replied that her English seemed suitable to me and asked her why 
she felt it was not, she replied “ My accent is not good and I make mistakes”. Again, 
many of her classmates nodded in agreement. I asked her if by “mistakes” she meant 
grammar, she agreed that it did. Finally I said: ‘So. What you are saying is that you 
are not a native speaker and because of that, you feel that you are not qualified to 
teach listening and speaking?”. Choonkyung’s head lowered somewhat and she 
simply said “Yes”. Three of Choonkyung’s classmates nodded their heads in 
sympathetic agreement. (Pederson, 2012, pp. 1–2) 
From the data above, apparently, though NNS English teachers own appropriate 
qualifications and have relevant teaching experiences for many years, they position themselves in a 
subject position in which they are not qualified in teaching some fields, such as speaking and 
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listening, because of their accents (non-native-like accents). As well, the self-perception of NNS 
English teachers as non-qualified implicates that power relations are repressive, dominating, and 
controlling; that is, they are top-down domination instead of circulating. That is, NNS English 
teachers are dominated by the powerful status English enjoys and haunted in the myth of privileging 
native-like accents. The unidirectional flow of power relations, which are repressive, dominating, 
and controlling, indicates that power is possessed by certain groups or individuals who exert power 
on the bodies of others whose bodies are dominated and controlled. It further suggests that 
subjectivity is not changeable and fixed. However, Foucault (1980a) argues that nobody possesses 
power; power is dynamic, productive, and circulating in the discourse as shown below: 
Power is employed and exercised through a net-like organization. And not only do 
individuals circulate between its threads; they are always in the position of 
simultaneously undergoing and exercising this power. Individuals are the vehicles of 
power, not its points of application…It is already one of the prime effects of power 
that certain bodies, certain gestures, certain discourses, certain desires, come to be 
identified and constituted as individuals. The individual is an effect of power and the 
element of its articulation. (Foucault, 1980a, pp.96–98 in Jackson, 2013, p. 841, 
emphasis added) 
As indicated above, we can say that subjectivity is produced within the operation of power 
relations and it keeps being formed, shaped, and reformed due to the dynamics of power relations. 
Adherence to Foucault, I would say that the overemphasis on and pursuit of native-like accents in 
the industry of TESOL or the discourse of ELT enhances and reinforces the superior status of NS 
English teachers who are always viewed as more dominating, powerful, privileged, and superior 
whereas NNS English teachers are less powerful, less privileged, and inferior. This leads to the 
inequality and unbalanced power in the discourses of TESOL, ELT or ESL as well as creates social 
practices that benefit certain groups of teachers. 
Nevertheless, the issue of accent further implies that all NNS English teachers don't have 
authentic accents and pronunciation or we can say none of them could be able to sound like a native 
speaker. It has been suggested that some NNS speakers reach the native-like level of English 
proficiency and they speak English or sound like a native speaker (Mariño, 2011). I think that it is 
too ideal to draw a clear-cut line between NS and NNS in terms of their accents and pronunciation. 
Here I am not saying that accents and pronunciation don't matter at all, rather they are significant in 
the linguistic identity of people; they represent where you are from (Kumaravadivelu, 2008, p. E4). 
Instead, what I argue here is that accents should not be overemphasised and viewed as a crucial and 
determinant factor to tell NS from NNS owing to the unclear definition of accent and the idiolect. 
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As such, the distinction drawn between NS and NNS English teachers based on their accents 
advantages NS and disadvantages NNS, which further produces NS teachers as dominating, 
powerful, and superior whereas NNS teachers “face a number of challenges in their struggle for 
equal treatment in the ELT profession” (Ulate, 2011, p. 59).  
In this thesis, when exploring what happens in the classroom, I examine whether an NS 
English teacher benefits from his ‘authentic’ accent and is placed in a more dominating, powerful 
and privileged position than his NNS colleague through examining the formation of his subjectivity. 
Crucially, I argue that NS English teachers are not always advantaged because of their authentic 
accents and enjoy the privilege as the literature suggests, which further makes me think that the NS-
NNS dichotomy built on the linguistic differences needs to be challenged and disrupted.  
Pedagogical perspective 
NS and NNS English teachers are always perceived differently through the pedagogical 
practices they conduct in their classroom. In the classroom, NS English teachers are always 
reported to adopt a more flexible approach, and conduct more informal teaching whereas NNS 
teachers tend to carry out a guided approach and their teaching style is more formal (Medgyes, 2001; 
Brown, 2013) .The differences between NS and NNS pedagogical strategies result from their 
familiarity with the local educational context. NNS teachers are considered to acknowledge the 
local educational context more than NS teachers (Ling & Braine, 2007; Wu & Ke, 2009), which 
makes them understand students’ needs (Chang, 2016; Medgyes, 2001; Shin & Manochphinyo, 
2017; Walkinshaw & Oanh, 2014) and leads them to adopt a more guided approach, such as a test-
oriented approach, to attend to students’ ‘real’ needs (Chang, 2016; Medgyes, 2001; Shin & 
Manochphinyo, 2017), such as prepare students for exams (Medgyes, 2001). Moreover, compared 
with NS teachers, NNS teachers are more empathetic about the challenges faced by students (Arva 
& Medgyes, 2000; Yeh & Wang, 2009) due to their own language learning experiences, which also 
make them “better anticipators of language learning difficulties” (Medgyes, 2001; Ling & Braine, 
2007; Cheung & Braine, 2007; Yeh & Wang, 2009) and more cautious about students’ errors, such 
as correcting students’ grammatical errors (Cheung & Braine, 2007; Lasagabaster & Sierra, 2005; 
Yeh & Wang, 2009).  
Moreover, NS teachers are said to assign less homework, set fewer tests, and prefer free 
activities in comparison to their counterparts (Medgyes, 2001; Wu & Ke, 2009). In the previous 
studies (Brown, 2013; Shin & Manochphinyo, 2017; Walkinshaw & Oanh, 2014), these differences 
in the teaching styles are always thought to be inherent in a certain group of teachers who attach to 
it tightly. In other words, NS English teachers ‘are’ those who adopt a more flexible approach, 
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assign less homework, set fewer exams, and so on while NNS English teachers ‘are’ those who use 
a more guided approach, assign more homework, set more exams and so on. The use of ‘to be’ 
means ‘A equates to B’ and it implicates that it is fixed and unchangeable. In other words, it implies 
that all NS or NNS English teachers act the same without exception.  
In addition to the teaching approaches adopted and the teaching behaviours, the capacity of 
using learners' first language is another prominent factor in separating NS from NNS teachers. 
Medgyes (2001) characterises NNS teachers as “facilitators of language learning as a result of a 
shared mother tongue” (p. 436). With the help of the linguistic knowledge of students’ first 
language, NNS teachers are able to code-switch between two languages for complex explanations 
or improve students’ understanding shown in the interview data below while their counterparts 
cannot take advantage of it (Chang, 2016; Cook, 2005; Ling & Braine, 2007; Yeh & Wang, 2009):  
My NNS English teacher always uses Chinese to explain more difficult parts in her 
teaching. She tends to use Chinese, not English, when most of the students in the 
class show that they do not understand what she is teaching. I think that it is an 
effective way for me to learn English. (Chang, 2016, p. 56) 
Though NS English teachers cannot take advantage of the shared first language with 
students and lack familiarity with the local education system, their informal and flexible teaching 
approach is admired by students, parents and school managers and is regarded to be one of their 
strengths, providing students a new and fresh way of learning (Shin & Manochphinyo, 2017). 
Compared to NS English teachers’ informal, new, interesting and fresh teaching style, NNS English 
teachers are always negatively criticised by their formal, boring, serious and test-driven teaching 
approach. The different teaching approaches adopted by NS and NNS English teachers become a 
crucial element used in the NS-NNS dichotomy to categorise them into two groups. Crucially, in 
the NS-NNS dichotomy, NS English teachers seem to benefit positively from their teaching 
approach and are thought to be much better teachers than their counterparts who are negatively 
criticised as boring, serious and test-focused. 
From the discussion above, we can see that the previous research tends to distinguish NS 
from NNS English teachers dependent on their pedagogical practices which are seen to be attached 
to a certain group of teachers without exception. As importantly, the established NS-NNS 
dichotomy tends to advantage NS English teachers while disadvantaging NNS English teachers, 
which further leads to the unbalanced power relations in which NS English teachers are more 
privileged than NNS English teachers. I think that it then implies that NS English teachers benefit 
from their informal and flexible teaching approach, and enjoy their popularity and privilege 
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whereas NNS English teachers are unwelcome because of their formal and test-driven teaching 
style.  
Bearing the unbalanced power relations and the inequality produced in the NS-NNS 
dichotomy in mind, in this study I argue that NS English teachers’ informal, creative and flexible 
teaching style is not always appreciated or favoured and they are not always advantaged or 
privileged because of this. As equally importantly, NNS English teachers’ teaching is not always 
boring, serious or formal. In other words, I argue that the pedagogical practices are not fixed or 
attached to a specific group of teachers and result in the stability of subjectivity. Instead, 
subjectivity is made rather than pre-exists. Also, because pedagogical practices are not fixed to 
certain groups, I think that it is problematic to use them as elements to establish the NS-NNS 
dichotomy and the dichotomy needs to be troubled. 
Cultural perspective 
Though NS teachers are reported to lack insight into the local educational context (Han, 
2005), they are valued for their rich and adequate knowledge of ‘Western cultures’ (Medgyes, 2001) 
compared with NNS teachers who are criticised as having limited knowledge of it (Mahboob, 2003). 
NS teachers are viewed as more privileged and powerful than NNS teachers due to their ‘ownership’ 
of Western cultures and enjoy their superior status (Clark & Paran, 2007). On the other hand, NS 
teachers are perceived to lack cultural knowledge in the host country (Holiday, 1994; Luk & Lin, 
2007; Ma, 2012). Their little or limited acknowledgement of local cultures further causes conflicts 
with students (Han, 2005; Wu & Ke, 2009) and enhances NS teachers’ feelings of frustration (Wu 
& Ke, 2009), which lead to a perceptional gap between NS teachers and students (Chang, 2016; Wu 
& Ke, 2009). Misunderstandings arising from the lack of knowledge of each other’s cultures even 
gets worse since some NS English teachers fail to establish rapport with students (Han, 2005). 
Though NS English teachers, with limited knowledge of local culture, experience difficulty in 
getting along with students, their possession of Western culture is so highly appreciated that they 
are perceived to be better English language teachers. In other words, their ownership of authentic 
and rich knowledge of English makes them more privileged in comparison to NNS English teachers.  
The advantage of NS English teachers’ strength in the deep understanding of Western 
culture further implicates that they benefit from it and are admired because of it, though they may 
fail to avoid misunderstandings due to the cultural barrier as mentioned above. Moreover, in the 
literature, their fruitful knowledge of Western culture is always regarded as a positive and crucial 
factor to distinguish NS from NNS English teachers who are then placed in a more negative 
position owing to their limited understanding of Western culture. Like the pedagogical strategies 
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discussed in the previous section, in the established NS-NNS dichotomy, the ownership of Western 
culture is attached to the group of NS English teachers, which leads to the established image of NS 
English teachers as subjects who benefit from their authentic knowledge of Western culture and are 
more privileged because of this. 
In this thesis, when looking into what happens in the classroom of NS and NNS English 
teachers, I intend to disrupt the NS-NNS dichotomy by arguing that NS English teachers are 
trapped in the power relations within the entanglement of the western and local (in this case 
Taiwanese culture) culture and are produced as a less privileged subject than their NNS colleagues, 
which contrasts with the previous research in the literature.  
This section deals with the strengths and shortcomings of NS and NNS English teachers 
from a linguistic, pedagogical and cultural perspective. Through the discussion above, we can see 
that the NS-NNS dichotomy that establishes the comparison of the advantages and disadvantages of 
NS and NNS English teachers is problematic because it implies the fixed and unchangeable 
traits/differences attached to each group and further results in the stability of subjectivity. Hence, in 
this study, I intend to trouble the NS-NNS dichotomy by arguing that differences are made, rather 
than pre-exist, through looking into what really happens in the classroom of NS and NNS English 
teachers to explore the formation of their subjectivity with Barad’s theory. Before exploring how 
differences are made, the next section starts a discussion of the problematic established NS-NNS 
dichotomy. 
The produced NS-NNS dichotomy 
As discussed in the previous sections, it seems that the strengths of NS English teachers are 
the weaknesses of NNS English teachers and vice versa. A dichotomy of NS and NNS English 
teachers is created through the examination of the differences between them in terms of their 
linguistic, pedagogical, and cultural differences. An NS-NNS dichotomy is created to distinguish 
NS from NNS English teachers based on the generated differences. It may look like Table 1 
presented by Medgyes (2001, p. 435) below:  
Table 1: Perceived differences in teaching behaviour between native English speakers teachers 
(NESTs) and non-native English speakers teachers (Non-NESTs). Source: Medgyes, 2001, p. 435 
NESTs Non-NESTs 
Own use of English 
Speak better English Speak poorer English 
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Use real language Use “bookish” language 
Use English more confidently Use English less confidently 
General attitude 
Adopt a more flexible approach Adopt a more guided approach 
Are more innovative Are more cautious 
Are less empathetic Are more empathetic 
Attend to perceived needs Attend to real needs 
Have far-fetched expectations Have realistic expectations 
Are more casual Are stricter 
Are less committed Are more committed 
Attitudes to teaching the language 
Are less insightful Are more insightful 
Focus on 
Fluency Accuracy 
Meaning Form 
Language in use Grammar rules 
Oral skills Printed word 
Colloquial registers Formal registers 
Teach items in context Teach items in isolation 
Prefer free activities Prefer controlled activities 
Favor group work/pair work Favor frontal work 
Use a variety of materials Use a single textbook 
Tolerate errors Correct/punish for errors 
Set fewer tests Set more tests 
Use no/less L1 Use more L1 
Resort to no/less translation Resort to more translation 
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Assign less homework Assign more homework 
Attitude to teaching culture 
Supply more cultural information Supply less cultural information 
 
Building on Medgyes’s (2001) NS-NNS dichotomy, I add two perceived differences based 
on our discussion earlier and they are shown as follows in Table 2: 
 
Table 2 : The differences between NS and NNS. Source: Author. 
NS NNS 
Ethnicity  
White  Non-white 
Ownership of English 
Own English  Don’t own English 
Ownership of local language 
Don’t own local language Own local language 
 
With regard to this NS-NNS dichotomy, it seems that the strengths of NS English teachers 
are the weaknesses of NNS English teachers and vice versa, and a clear-cut boundary is produced to 
separate NS from NNS and knowledges of NS and NNS English teachers respectively. NS English 
teachers are described to be those who are white, possess English, speak English with authentic 
accents, adopt a more flexible approach, have great knowledge of Western cultures etc., whereas 
NNS English teachers, completely opposite to NS teachers, are non-white, don’t own English, 
speak English without authentic accents, adopt a more guided approach, have limited knowledge of 
Western culture, assign more homework, set more tests etc. These differences generated from 
genetic, geographic, linguistic, pedagogical, and cultural perspectives are viewed inherent and 
attached to these two terms, NS and NNS, respectively, which further serves as determining 
elements to distinguish NS from NNS and construct the NS-NNS dichotomy. In this dichotomy, 
inequality and unbalanced power relations are produced because ‘white’ NS English teachers are 
advantaged whereas NNS English teachers are placed in a less powerful, less privileged and inferior 
position. For example, white NS English teachers are reported to be preferred in the job market 
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(Todd & Pojanapunya, 2009; Giri & Foo, 2014), receive higher pay (Price, 2014), are seen as a 
better English teachers (Braine, 2005a, 2005b; Cook, 2007) and so on. That is to say, this 
dichotomy implies that privilege/marginalization is fixed to certain group. However, based on the 
discussion on the shortcomings and strengths of NS and NNS English teachers above, it reveals that 
the privilege/marginalization is in flux rather than fixed as the strengths of NS/NNS English 
teachers, on one hand, place them in a more powerful, privileged and dominating position and on 
the other hand, marginalize them simultaneously. For example, equipped with English as their first 
language, NS English teachers are regarded to be more privileged, dominating and powerful than 
NNS English teachers. However, even though they speak authentic English and have knowledge of 
Engish society and culture, they are criticized  for their incapacity to use local language. This leads 
to the marginalization of NS English teachers. Here we could see that the privilege-marginalization 
is fluid through examining the weaknesses and strengths of NS and NNS English teachers. More 
importantly, the fluid privilege-marginalization further points out that the NS-NNS dichotomy 
established based on the strengths and shortcomings of NS and NNS English teachers is untenable 
because it implies that privilege/marginalization is fixed to certain group. Moreover, this NS-NNS 
dichotomy is problematic since it is based on the belief of the inherent differences of NS and NNS 
English teachers, which further implies that the subjectivity of NS and NNS English teachers 
respectively is universal no matter which context they are in.  
In this critical approach, scholarship, such as work by Medgyes (1992, 1994, 2001), 
“juxtaposes idealized nativeness in English against the local, idealized non-nativeness of 
“NNESTs” (Yazan & Rudolph, 2018, p. 4). Moreover, this approach does not problematize 
idealized nativeness, but contends that “natives” and “non-natives” possess knowledge, skills and 
experiences that allow them to work together symbiotically. For example, the strengths of NS 
English teachers are the weaknesses of NNS English teachers and vice versa, which allows them to 
work symbiotically to “equip English language learners to become “native like”(Yazan & Rudolph, 
2018, p. 4). That is, NS/NEST and NNS/NNEST are conceptualized as simply two different groups 
of teachers who possess different linguistic and cultural knowledge/experience and adopt different 
pedagogical strategies in the classroom and neither is superior or inferior to each other. Moreover, 
from this lens, seemingly, scholars do not deny the idealized NS/NEST and conceptualize the 
subjectivity of NS and NNS categorically (i.e. they are two different ‘groups’ of teachers) and a 
clear-cut boundary is produced to separate NS from NNS. The way this approach conceptualizes the 
subjectivity implies that subjectivity is fixed and there is no flow of power relations because they 
are simply two different groups of teachers in nature.  
However, in the classroom practices, the group of NS English teachers is reported to be 
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more powerful, dominating and privileged than their counterparts (Aslan & Thompson, 2016; 
Mahboob, 2010; Rivers, 2016). This leads to a great number of studies done to explore the privilege 
of NS English teachers. For example, scholars, such as Mahboob (2010), problematize the above-
mentioned critical approach (i.e. Medgyes, 1992, 1994, 2001) for reasons including the fact that 
there exist a diverse array of contexts, varieties, functions and users of English, which is known as 
the NNEST lens (Mahboob, 2010). Through this NNEST lens, categories, such as NS/NEST and 
NNS/NNEST, are still retained to apprehend identity and NS teachers of English are conceptualized 
to be more privileged and as better teachers than NNS teachers who are marginalised and 
discriminated against in the profession (Aslan & Thompson, 2016; Mahboob, 2010; Rivers, 2016). 
This is pointed out as shown below:  
Native speakerism (Holliday 2005, 2006), or the idealized “ NS construct” as an 
actively perpetuated discourse, is viewed as a ubiquitous and stable truth originating 
in the West, and shaping the globalized field of ELT, leading to the professional 
privileging of NSs/NESTs whose identities correspond with the NS construct, and 
marginalization of the identities and abilities of NNSs/NNESTs. Through this lens, 
privilege is bolstered by the ever-perpetuated, universalized  NS fallacy (Phillipson 
1992), or notion that NSs whose identities corresponded with the idealized NS 
might, practically and/or theoretically, serve as better teachers. (Yazan & Rudolph, 
2018, p. 5) 
Though the NNEST lens problematizes the equal NS-NNS dichotomy based on the deficit-
oriented critical perspective, the categories are still retained to conceptualize who are NS/NEST or 
NNS/NNEST by seeing NS/NEST as more powerful, dominating and privileged than 
NNS/NNEST. That is, this conceptualization of the NS-NNS dichotomy fails to explain the 
difficulties NS English teachers encounter. For example, being unable to speak the local language 
may result in difficulties in teaching or communicating with students (Walkinshaw & Oanh, 2014), 
which may let them be placed in a less powerful position than their NNS colleagues who are able to 
speak the local language. Moreover, this approach further implies that nothing occurs in between 
these two extremes NS/NEST and NNS/NNEST and the subjectivity of teachers are ‘stuck’ in these 
two terms only: a NS/NEST or a NNS/NNEST. In other words, there is no space for individuals’ 
accounts of negotiating their subjectivity, and subjectivity is fixed. 
However, from a poststructuralist lens, subjectivity is dynamic and in flux as Weedon (1997) 
suggests that “poststructuralism proposes that subjectivity is proposed as precarious, contradictory 
and in progress, constantly being reconstituted in discourse each time we think or speak”(p. 32). 
Thinking of the dynamics of subjectivity with poststructuralism, I think the categorically 
 62 
representation of NS/NEST and NNS/NNEST needs to be disrupted. Below I look at how NS and 
NNS English teachers are conceptualized in the poststructuralist lens. 
Poststructuralist lens 
In addition to the historical and deficit-oriented critical perspective, recently, an emergent 
and growing body of studies (Faez 2011a , b ; Higgins 2003 ; Park 2012 ; Sayer 2012) draw on a  
poststructuralist lens to look into the NS-NNS dichotomy by positing that subjectivity never reaches 
stability and is constantly formed, shaped and reconstituted in the discourse (Foucault, 2002b). 
Aneja (2018, p. 259) suggests that “an individual’s positionality as a native or nonnative speaker is 
not static, objective, or innate, but rather is conferred, denied, and negotiated over time and across 
different scales through institutional mechanisms, individual performances, and social 
negotiations in a complex, dynamic process”.  
Through this lens, subjectivity is conceptualized as individuals who are in an ongoing 
process of negotiation of discursive positioning and being positioned in the intersectionality of 
multiple discourses, such as culture, ethnicity, socioeconomics, education and so on (Aneja, 
2016a , b ; Higgins, 2011 ; Houghton & Rivers, 2013 ; Kubota, 2011 , 2013 ; Menard-Warwick, 
2008 ; Motha, 2014 ; Motha, Jain, & Tecle, 2012 ; Park, 2015 , 2017 ; Pennycook, 2007 ; Rivers, 
2014 , 2016 ; Rivers & Houghton, 2013 ; Rivers & Zotzmann, 2016 ; Rudolph, 2016a , b). Among 
these discourses, some are more powerful, dominant and critical than others and they interact 
with each other to establish the borders of who individuals are and/or what they could/should be 
(i.e. what they should look like/speak/think). This approach claims that these borders are where 
the subjectivity is formed and individuals negotiate their subjectivity when crossing or 
challenging such borders (Weedon, 1997). In other words, from the poststructuralist lens, 
subjectivity is conceptualized to be in flux, constantly formed, shaped and reconstituted within 
the interactions of discourses rather than is viewed as fixed, stable and permanent in the binaries. 
As well, this approach problematizes the existing binaries by moving the discussion on 
subjectivity beyond the binaries, such as NS/NEST-NNS/NNEST, but looks into the process of 
the construction of subjectivity to see how individuals are positioned.  
As discussed in the sections above, the conceptualization of the NS-NNS dichotomy based 
on the inherent differences between them is problematic because it implies that the subjectivity of 
NS and NNS English teachers respectively is fixed and universal no matter which context they are 
in. And, even though “poststructuralism proposes that subjectivity is proposed as precarious, 
contradictory and in progress, constantly being reconstituted in discourse each time we think or 
speak” (Weedon, 1997, p. 32), it focuses on the discursive construction of subjectivity and little 
attention has been paid to the influence of materiality. In the literature, an increasing number of 
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studies suggests that matter matters by disturbing the central role of human in research and calling 
for a rethink of the significance of the material. This leads me to think of looking beyond the 
discursive construction of subjectivity by bringing the material back in the conceptualization of 
subjectivity. 
Moreover, Bohr (Bohr in Barad, 2014) suggests that differences are being made in the 
process of intra-activity with human and non-human entities rather than pre-existing, and are 
attached to entities prior to intra-activity. Following this line, I think there is no inherent difference 
between NS and NNS English teachers and the line between them is not clear; rather, they are 
made/produced differently from each other with each encounter with others. Hence, in this study, I 
intend to look beyond the categorical binary of the NS-NNS dichotomy from a poststructuralist 
concept of subjectivity to look into how NS and NNS are made differently through the intra-action 
between both human and non-human entities. What follows is a discussion of rethinking of how 
differences are made. 
Do differences equate to opposition? 
What do you see in the Figure 12 below? Most of you may answer, ‘one male and one 
female.’ due to your familiarity with the differences between males and females in terms of their 
different dressing and the colours we use to represent them respectively. Without doubt, we tell one 
thing from the other or divide them into two categories mainly based on the differences between 
them. But, have you ever thought of what ‘differences’ mean? Have you ever questioned how we 
recognise these so-called ‘differences’?  
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Figure 12: The differences between male and female. Source: 
https://tw.pixtastock.com/illustration/22999757 
When I was a child, I used to distinguish ‘me’ from ‘the other’ by comparing the visible 
traits, such as the appearance, the skin color, hair color, the dressing etc., between us. When they 
are not the same as I, I concluded that we are ‘different’. Based on my logic, I put myself in the 
central position and ‘difference’ for me refers to the opposite to ‘sameness’, in this case ‘I’. That is, 
when people are not like me, I think they are ‘different’ from me. 
Most of us take it for granted to think that ‘differences’ refer to things that are not the same. 
To put it the other way around, ‘difference’ is perceived as the opposite to the ‘sameness’. The 
interpretation of differences based on the concept of the opposite to sameness entails “the setting of 
an absolute boundary, a clear dividing line, a geometry of exclusion that positions the self on one 
side, and the other — the non-self —  on the other side” (Barad, 2014, p. 169). That is, an ‘I-the 
Other’ dichotomy with a clear-cut boundary is produced. A pre-existing clear-cut line drawn from 
the differences presumes that things or beings exist as individuals with inherent attributes and 
anterior to their representation (Barad, 2003). Following this assumption, representation refers to 
the idea that “there are assumed to be two distinct and independent kinds of entities-representations 
and entities to be represented” (Barad, 2003, p. 804) as Barad (2003, p. 804) claims, 
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“Representationalism is the belief in the ontological distinction between representations and that 
which they purport to represent; in particular, that which is represented is held to be independent of 
all practices of representing”. 
In other words, representationalism seems to mean that meanings and entities exist 
independently, and representation is a way of establishing the relationship between the signifier 
(symbol or object) and the dignified (mental concept of the signifier) (Hall, 1997). Moreover, 
representationalism entails that language is ‘empowered’ to represent the independent entities. 
Furthermore, the powerful position of language has granted too much power to some words, such as 
the term ‘NS’ in the literature, (Barad, 2003) because differences are held by most of us as a tool of 
segregation, domination and elimination and are further used to exert power on the basis of 
biological, racial, sexual, cultural, and social essences (Barad, 2014).  
In the example above, I establish the ‘I’ by means of segregating the others from me and 
degrading the others (i.e. they are not like me, so they are different) through a comparison of the 
sameness between us and “constitution of the others as negative, lacking, foreign, to set up an 
impenetrable barrier between the self and other in an attempt to establish and maintain the self’s 
hegemony” (Barad, 2014, p. 170). As such, we can say that I, the self, “maintain and stabilize 
myself by eliminating or dominating what it takes to be the other, the non-I” (Barad, 2014, p. 169). 
It turns out that the words used to describe the ‘I’ are more powerful to upgrade the ‘I’, but degrade 
‘the other’ as well, the ‘I’ is privileged by othering ‘the other’, which implies that power is 
unidirectional (top-down), repressing and dominating. The fixed, unidirectional and controlling 
power relations implicate fixed subjectivity which is against Foucault’s (1980a) claim that 
subjectivity is formed, shaped and reconstituted continuously in the discourse through the exercise 
of power relations.  
Additionally, representationalism which is grounded in the differences based on the inherent 
attributes or properties is problematic because it fails to explain why the same entity has different 
representations across time and space. For example, it is questionable that the representations of NS 
or NNS English teachers stay the same and unchangeable across time and space. What they mean or 
represent varies in different time, space, cultures, and discourses. According to the discursive view 
engendered by Foucault (Hall, 1997; Storey, 2003), “… things do not signify by themselves, what 
they mean has to be ‘represented’ in and through culture” (Storey, 2003, p. 5). That is, we can say 
that “through the discourse, the process of representation itself constructs and produces the 
meanings of specific representations, which form the mental representations subjects hold” 
(Pederson, 2012, p. 5). Thinking the representation of NS English teachers, the term ‘NS English 
teachers’ is originally and literally represented as a group of teachers whose first language is 
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English. However, in the discourse of TESOL, global English, colonisation and so on, the 
representation of NS English teachers refers to a group of teachers who not only ‘possess’ English 
but are also ‘white’, more powerful, and superior. This further produces a vividly visible 
representation and new knowledge of NS English teachers who must be white and this image of NS 
English teachers is imprinted deeply and clearly in people’s minds. Hence, from a Foucauldian 
perspective, ‘meaning is made within discourse and it is mediated by the concomitant production of 
knowledge through power’ (Pederson, 2012). 
Therefore, I think the conventional concept of differences and representationalism not only 
limits power relations and subjectivity to a state of stability but also grants too much power to 
certain words (NS English teachers in this case). This leads me to think of the possibility of 
troubling the concept of differences and representation by figuring differences and representations 
differently.  
Rethink of differences and representation 
Imagine now you are painting something on a piece of paper, you draw two circles with 
watercolor ‘black’ and ‘white’ respectively. Carelessly, these two circles ‘invade’ into each other 
and an overlapping area, which is neither black-like nor white-like, is produced. It is a bit like the 
dawn and dusk — they are neither day nor night. Dawn and dusk are like the blurring area between 
the day and night. When it gets brighter like a day, we think it is day. When it gets darker like what 
a night is, we say it is night. This area where dawn and dusk coexist seems to be in an obscure 
condition in which things change (in this case, to day or to night; to more black-like or white-like), 
differences emerge and new things/meanings are produced (i.e. dawn, dusk, gray, something more 
like day/night, a color more like black/white). As well, in this uncertain area, entities affect or 
interfere with each other and simultaneously are affected or interfered with (Davies, 2014). That is, 
this area is where the effects of change appear and where things are in their becoming-something-
else.  
I think this area acts like a ‘threshold’ which does not have any fixed meanings attached to it 
as well as through which entities negotiate their subjectivity. I interpret this uncertain and 
overlapping area metaphorically as a magic area through which things or people are transformed 
into or becoming something or somebody else. I think this ‘magic’ area is like the bridge on a foggy 
day as indicated in the Figure 13 below: 
 67 
   
Figure 13: The bridge on a foggy day. Source: Author. 
One foggy early morning, walking on this bridge, I couldn’t see clearly what was in front of 
me. Simultaneously, I was feeling that I was heading into a space which was full of uncertainty and 
I couldn’t stop murmuring to myself, ‘What I am going to be?’, or ‘Do I still remain the same as I 
was when I am out of this foggy area?’ I think this foggy area is just like the concept of the magic 
area through which becomings are happening and differences are emerging and being made. 
Following this logic, I think differences do not pre-exist nor are identified based on the 
inherent attributes; rather, they emerge in this overlapping, obscure, uncertain and ‘foggy’ area 
when entities encounter each other. Put it in Barad’s words, “difference is understood as 
differencing: differences-in-the-(re)making” (Barad, 2014, p. 175) and differences are being made 
rather than given or fixed (Bohr in Barad, 2014). Thinking with Barad, I would like to ask how 
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differences are being made, what differences do/affect rather than what differences are in the 
formation of the NS-NNS dichotomy. 
Conclusion  
Rejecting the idea that difference is positioned in opposition to sameness and not in any 
absolute sense (Trinh, 1988), Barad (2014) claims that “differences are formed through intra-
activity, in the making of ‘this’ and ‘that’ within the phenomenon that is constituted in their 
inseparability (entanglement)” (p. 175). Thinking the NS-NNS dichotomy with Barad, I argue that 
the differences between NS and NNS English teachers are emerging and are being made in the 
intra-activity and they are fluid instead of fixed, unchangeable and inherent (This will be shown in 
the following analysis chapters 8 to 12). Further, the subjectivity of them respectively is being 
formed, shaped, and reconstituted through intra-activity. Reading differences diffractively, I see a 
gap existing in the previous studies on issues related to NS and NNS English teachers; that is, they 
focus on separating NS from NNS English teachers based on the fixed and inherent differences 
which advantage one group of teachers and disadvantage the other group, as well as create 
inequality and unbalanced power relations. I think it is necessary to trouble this problematic NS-
NNS dichotomy by arguing that differences are being made sense of in their encounter with others 
and no pre-existing clear-cut boundary exists prior to intra-activity. In this thesis, I argue that NS 
and NNS English teachers are made different through the intra-activity in the discourse they are in, 
rather than they are inherently born differently. I do this by looking into what happens in the 
classroom to explore what NS and NNS English teachers are produced as through intra-activity. 
Before moving into the classroom to see what happens, in the next chapter, I lead you into 
the perspectives from which I think of these issues I mentioned in Chapter 3: Shadow education and 
Chapter 4: The NS-NNS dichotomy.  
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CHAPTER 5: How is truth made? 
In the previous chapter, I briefly introduced the background and context of shadow 
education in Taiwan along with the issues arising from the popularity of shadow education around 
the world. Among these issues, I highlighted the social inequality resulting from shadow education 
and pointed out that the social inequality impacts not merely in the level of students but also of 
teachers, which further contributes to the unbalanced power relations between NS and NNS English 
teachers as well as reinforces the inequality produced by the established NS-NNS dichotomy. 
I examined the NS-NNS dichotomy in the preceding chapter and suggested that this 
dichotomy is problematic because not only the subjectivity of teachers (both NS and NNS) but also 
the truths/knowledges of them are regarded to be fixed, stable and permanent. That is, seemingly, 
all the NS or NNS teachers meet the characteristics demonstrated in the NS-NNS dichotomy 
without any exception. Thinking of subjectivity with Foucault, however, it is in an ongoing process 
of being formed, shaped and reconstituted instead of being fixed and unchangeable. Foucault’s 
concept of subjectivity leads me to think of the possibility of troubling the NS-NNS dichotomy 
through looking into the subjectivity of NS and NNS English teachers and how truths/knowledges 
of them are constituted respectively from a poststructuralist lens.  
Prior to the beginning of my journey to truth, I was wondering what truth is for a while and 
asked myself what I was looking for to ‘see’ truth. Bearing these questions in mind and feeling a bit 
bewildered, I looked up the word ‘truth’ in the online dictionary in order to seek the answers to it. 
After checking several definitions of truth from different websites, I got some ideas about the image 
of truth. Generally, truth is commonly recognised as something ‘true’ or a fact or belief that is 
‘accepted’ to be ‘true’ (Dictionary.com, 2018) and it is always fixed, stable, and permanent. This 
commonly-accepted recognition of truth leads me to think of what/who makes it accepted as ‘true’, 
how truth is made ‘true’ and ‘accepted’ by people and whether truth is unchangeable. In other 
words, what/who owns the authority to decide the ways we say, do or act are accepted to be true 
and vice versa? These questions shift my attention from focusing on looking for ‘what truth is?’ 
toward desiring to look into ‘what/who makes truth?’. Put differently, I would like to ask a 
Foucauldian question, what/who makes truth and how truth is made, instead of looking for the 
instincts by restraining myself in thinking of ‘what truth is’.  
In order to explore how truth is made or what/who makes truth, inevitably it is necessary to 
discuss the nature of discourse first because Foucault contends that “discourse is not what is said; it 
is that which constrains and enables what can be said. Discursive practices define what counts as 
meaningful statements” (Barad, 2007, p. 146). Further, Foucault claims that subjectivity of 
individuals as well as knowledge emerge and are constituted within discourse rather than viewed to 
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be fixed, stable and permanent. According to Foucault, discourse plays a significant role in terms of 
the formation of truth, subjectivity and knowledge since they are constituted within discourse rather 
than outside of it. However, though Foucault clearly points out the significance of discourse in the 
formation of truth, subjectivity and knowledge, his discussion is limited to the impact of the 
discursive practices in the process of formation, and that of the material is excluded. In order to 
have a comprehensive understanding of the constitution of truth, subjectivity, and knowledge, I 
argue that the material matters in the process of formation by bringing Barad’s concept of agential 
realism, apparatuses, phenomena and diffractive analysis to extend Foucault’s analysis from the 
discursive to the material.  
Hence, this chapter begins with a brief discussion of the Foucauldian concept of discourse, 
truth, subjectivity, and power, followed by the limits of Foucault’s discursive analysis of truth, 
subjectivity and power. The chapter concludes with a rethought of the impact and significance of 
the material in the ongoing process of the formation of truth, subjectivity and knowledge by 
thinking with Barad’s agential realism, apparatuses, phenomena and diffractive analysis. This 
chapter intends to provide a theoretical framework of this study and serves as the base for further 
data analysis which comes in the following chapters.   
Discourse 
Several years ago, at my good friend’s wedding, I still clearly remember the 
embarrassing smile on her mum’s face when her Japanese friend handed over a 
‘white’ envelope to her and said happily and excitedly ‘Congratulations’. The other 
people at the reception table went silent with their mouths wide open and stood still. 
The busy and noisy ambiance at that moment was suddenly frozen. It seemed that 
everyone submitted to the magic power of this ‘white’ envelope, and nobody dared to 
say anything. Let me turn the focus back to the receiver and the giver. Her mum, who 
felt embarrassed, wore a plastic smile on her face while the Japanese friend was 
excited and smiled genuinely. I was sure you could imagine how awkward the 
picture was! (Taken from my reflection.) 
Taiwanese people recognise ‘white’ envelopes as unlucky and they are only given to others 
when attending funerals whereas Japanese people view the colour white as pure and elegant and 
they give white envelopes to show their blessings. Most of us believe that misunderstandings like 
the one above arise from cultural differences. Thinking of this misunderstanding differently, I think 
it is caused because of the different truths of the ‘white’ colour. Or what I am saying here is that the 
‘truth’ of the white colour is constructed differently in Taiwan and Japan respectively, which leads 
to different interpretations of it and also formulates ‘rules’ for people to act, speak or think when 
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encountering it. As such, I would say that one thing may be true in one community, culture, society 
etc. while it may mean totally different or opposite in another. Hence, I think that truths are not 
universal, but they are constituted and keep changing in different space and time. That is, truths are 
made and vary within the discourses they are in rather than exist beyond them. In order to look into 
what/who makes truth, I think it is significant and necessary to discuss discourse where truths are 
constituted. 
Discourse is … 
The concept of ‘discourse’ plays a very central role in poststructuralist theory. But what is 
discourse? Is discourse thought of as a context or a place which we are in? For Foucault, “we are 
not just programmed or driven by instinct, our thoughts and actions are influenced, regulated and to 
some extent controlled by different discourses in which we are engaged” (Danaher, Schirato, & 
Webb, 2000, p. 31) since discourse plays a crucial and significant role in the constitution of 
individuals’ subjectivity. Weedon (1997) suggests, “discourses are ways of constituting knowledge, 
together with the social practices, forms of subjectivity and power relations which inhere in such 
knowledge and the relations between them” (p. 105). 
Discourses can be understood as language in action: they are windows that allow us to make 
sense of, and ‘see’ things (Danaher, Schirato, & Webb, 2000, p. 31) as Weedon (1997) claims that 
“to speak is to assume a position within discourse and to become subjected to the power and 
regulation of the discourse” (p. 116). The ways we speak place us in certain subject positions in the 
discourse. For example, I found in my classroom, not only students but also I, changed the language 
registers when interacting with each other. I also noticed that I changed my language when I talked 
to different groups of people. For example, I tended to be more polite when talking to someone who 
is older than me, such as my teachers whereas I tend to use more informal language when talking to 
my friends. In my class, the language I used is more authoritarian. I think that people vary their 
language or the ways they talk when they are in different contexts. 
Language is the place where actual and possible forms of social organisation and their likely 
social and political consequences are defined and contested. Yet, it is also the place where our sense 
of selves, our subjectivity, is constructed. Weedon (1997) continues by saying:  
The social structures and process that shape our subjectivities are situated within 
discursive fields, where language, social institutions, subjectivity, and power exist, 
intersect, and produce competing ways of giving meaning to and constructing 
subjectivity. Reflecting certain values, competing discourses emerge within 
discursive fields, and the language and practices of these discourses give rise to an 
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individual’s conflicting subjectivities. (Weedon, 1997 cited in Jackson & Mazzei, 
2012, p. 50) 
However, discourses can not only facilitate but also constrain the ways it is possible to think, 
speak, and act on. Just like the wedding case above, in the discourse of Taiwan, it is not acceptable 
to give white envelopes at an occasion like a wedding. Apparently, discourses set some limitation 
and forbid certain speech, thoughts, or action. In other words, we can say that discourses establish 
‘rules’ or ‘norms’ which then construct the ‘truths’ of the society, community, culture and so on and 
further affect the ways we behave in the world. But, ‘How do discourses restrain the ways we act, 
think, or speak?’, ‘Who sets the rules or norms?’ and ‘Do discourses refer to a series of 
social/cultural rules or norms?’ stood out in my mind. In order to answer them, I would like to talk 
about the concept of ‘field’ first. A ‘field’ can be seen as a piece of territory, or a space within 
society. And various social and cultural fields (e.g. education, politics, science or sport) are 
comprised by the relationships between people and their experiences, and the grounds which they 
occupy. “Each field lays down rules and procedures, assigns roles and positions, regulates 
behaviours and what can be said, and produces hierarchies” (Danaher, Schirato, & Webb, 2000, p. 
33). For example, the field of education has its own rules and requirements for being a teacher in a 
different space and time.  
It is important to recognise that the roles within the field precede the people who occupy 
these roles. So, in assuming a position within a field, the person enters into the processes which 
regulate what counts within the field, and their identity or subjectivity is shaped by the operations of 
that field. As Certeau gives: “Ideas, themes, classifications float from one mental universe to 
another, but at each passage they are affected by structures which recognize them and endow them 
with a new meaning. The same mental objects ‘function’ differently” (Certeau, 1986, pp. 179–80). 
Take the field of education for example. That is, the mental object of the role of being a teacher is 
the same as time goes by, but it is affected by differing truth/ knowledge which assigns it different 
meanings and makes it function differently. The objects of these roles in the field are the same 
whereas how people occupying these roles recognise the meanings or function of them change from 
time to time by the shifting of the epistemes of that field (or we can say, the truth/knowledge of that 
field). From this perspective, people’s subjectivity and identity is not fixed, but dynamic depending 
on the space and time. For example, being a teacher in the past is not the same as being a teacher 
now though the role of being a teacher is the same. 
“Foucault emphasizes that a discourse can also be understood as a series of events. 
Discursive practices occur at a particular time, and are like events in that they create effects within a 
discursive field” (Danaher, Schirato, & Webb, 2000, p. 34). In other words, a series of events enter 
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this discourse and form a ground for us to make sense of our world. Moreover, for Foucault, 
discourses are made up of ‘statements’ that set up relationships with other statements: they share a 
space and establish contexts; they may also disappear and be replaced by other statements. 
Statements are essentially rare because, while “a discourse can potentially take in an indefinite 
number of statements, usually only a limited number actually constitutes any discourse, and these 
are referred to again and again” (p. 35). The statements of a discourse establish the conditions for 
the truth upon which people recognise their world. The questioning and challenging of the 
statement brought about changes to different discursive formations. Discourses keep changing as 
time goes instead of remaining the same all the time, which implies that truth is fluid and dynamic 
as discourses. For instance, the truth of being a teacher 10 years ago is different from that now and 
even 10 years later! 
In my thinking of discourse with Foucault, I think discourses are not just places or contexts 
with stable and established rules and norms, but they function like a complicated network composed 
of relationships with society, culture, politics, economy and so on. Within the network of 
relationships, multiple forces compete, conflict, compromise, fight against, and negotiate with one 
another and 'truths' are constructed in the process of the interaction, interweaving or entanglement 
of these forces. Thus, I think that discourse is a kind of 'relation' (Foucault, 1978) rather than a 
single entity with clear definition and it is always changing, affecting, and being affected in the 
network of forces. 
The dynamics of discourse further implies that truth is not fixed, inherent, and universal. 
Rather, truths are formed or are being formed in the discourse which is in a process of changing. 
This further suggests that truth does not exist prior to discourse, but it is produced within it. Since 
truth is made in the discourse, I start wondering what makes truths in the discourse. Asking it in 
another way, who/what owns the authority to make what is counted as true or false. 
Truth/knowledge 
From the example of the wedding above, we can see that the truths of white envelopes vary 
in different discourses and truths do not exist without discourses. It seems confusing for us to 
understand what truths are since they are not always the same. If there is no exact truth, how could 
we understand what truths are or how could we define what truths are? Thinking what truths are 
from different perspectives, I think we should move our thoughts from thinking about what truths 
are towards what makes truths and how truths are made. 
Foucault suggests in The Order of Things (Foucault, 2002b) that truths are not single or 
universal, but they are fluid and dynamic. For example, the gaze of the painter, the spectator and the 
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models respectively tell different ‘truths’. Several truths of one single event may be formed and told 
by different people or from diverse perspectives. In other words, I think multiple truths of one 
single thing which may conflict with, compete with, or fight against one another exist 
simultaneously. Among them, some are viewed as ‘accepted’, or ‘normal’ to be ‘true’ while others 
are ‘unaccepted’ or ‘abnormal’. But, how can we decide which truths are true while others are false 
or unaccepted? Or is there any person who possesses the authority or power to do so? Thinking 
about this process of making some things ‘true’ and rejecting others to be ‘true’, I think we should 
look into the forces that exercise and are exercised in the discourses where truths are produced.  
As indicated in the previous section, truths are made in the discourse where multiple forces 
affect, are being affected, interact, interweave, and entangle with one another and further prompt 
the production of truths and the emergence of subjectivity. Without doubt, certain forces are more 
powerful than others and they may take a dominating position to lead us to believe or think of 
which statement is true. Hence, I think truth is not pre-existing or pre-determined; rather, truth is 
being made in the very encounter with multiple forces within the discourse. Thinking of truth with 
Foucault, he claims that truths are not pre-determined and pre-existing; rather they are constituted, 
reconstructed and shaped within discourses in which multiple forces are involved (Foucault, 2002b). 
In other words, truths do not pre-exist and wait to be discovered, instead truths are constructed 
through a continual process of the interactions among forces within discourses. Following Foucault, 
refusing the concept of pre-existing truths, I am wondering how truths are constructed and 
maintained. Foucault (1980a) claims that: 
‘Truth’ is to be understood as a system of ordered procedures for the production, 
regulation, distribution, circulation and operation of statements. ‘Truth’ is linked in a 
circular relation with systems of power which produce and sustain it, and to effects 
of power which it induced and which extend it. A ‘regime’ of truth. (Foucault, 1980a, 
p. 133) 
Based on Foucault, truths are the product and cause of discursive practices and mechanism 
of power. Power exercises and is exercised to position certain statements/discourses as ‘true’ in a 
particular cultural, historical, and social context as well as these ‘true’ discourses/statements 
construct the ‘truths’ of the community they describe. These ‘powerful’ truths further generate the 
so-called social rules, custom, habits, norms, and knowledge (a regime of truth) for individuals to 
follow and position themselves in accepted and normal ways to speak, think, and act in order to be 
recognised as ‘normal’ or ‘accepted’ in the society or community they are in as Foucault (in 
Rabinow, 1991) argues: 
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Truth is a thing of this world: it is produced only by virtue of multiple forms of 
constraint. And it induces regular effects of power. Each society has its regime of 
truth, its ‘general politics’ of truth: that is, the types of discourse which it accepts and 
makes function as true; the mechanisms and instances which enable one to 
distinguish true and false statements, the means by which each is sanctioned; the 
techniques and procedures accorded value in the acquisition of truth; the status of 
those who are charged with saying what counts as true. (Foucault cited in Rabinow 
1991, p. 131) 
From this Foucauldian perspective, I would say that truths are dynamic, changeable, and 
fluid rather than fixed and stable permanently, and truths are being made, shaped, and reformed in 
the interweaving and interplay of power relations circulating within discourses. Moreover, at the 
moment truths are produced certain knowledges or epistemes are formed to regulate or constrain the 
ways people act, think, or speak to be accepted in the discourse as Foucault (2002a) points out that 
“knowledge is always a perspective” (2002a, p. 14). Hence, we could say that knowledge does not 
exist inherently, but it is produced as indicated “Knowledge was invented. To say that it was 
invented is to say that it has no origin. More precisely, it is to say, however paradoxical this may be, 
that knowledge is absolutely not inscribed in human nature” (Foucault, 2002a, pp. 7–8). 
As well, not only truths entail knowledges but also knowledges produce truth. Regarding the 
relationship between truth and knowledge, I think we can start with a discussion of Foucault’s 
conception of episteme. For Foucault, an episteme provides the logics, narratives and dispositions 
through which subjects see, understand and relate to the world (Schirato, Danaher, & Webb, 2012, 
p. 18). Put differently, subjects make sense of themselves and the world through episteme. Or we 
can say the “episteme is the ‘apparatus’ which makes possible the separation, not of the true from 
the false, but of what may from what may not be characterized as scientific” (Foucault 1980a, p. 
197). Epistemes organise, categorise and evaluate the discursive and material phenomena of a 
time/place, in the process producing some ideas, values and narratives as natural, doxic, normal or 
universal, and others as unthinkable. As Certeau (1984) writes: 
Between the many institutions, experiences, and doctrines of an age, he (Foucault) 
detects a coherence which, though not explicit, is nonetheless the condition and 
organizing principle of a culture. There is, therefore, order. But this ‘Reason’ is a 
ground that escapes the notice of the very people whose ideas and exchanges it 
provides the foundation for. No one can express in words that which gives everyone 
the power to speak. There is order, but only in the form of what one does not know. 
(Certeau, 1984, p. 172) 
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For Foucault: 
knowledge/episteme is what makes it possible to name one thing as true and another 
as false-not on the basis of any final proof, but rather on the basis of how facts, ideas, 
evidence and the wide world are currently understood. In different epistemes, the 
status of truth can be given to, and taken from, the same methodologies, discourses, 
beliefs and narratives. (Schirato, Danaher, & Webb, 2012, p. 20)  
Hence, I think that knowledge/episteme implicates truth and so does truth imply knowledge. 
As such, I think that truth and knowledge entail each other and I would like to call them 
truth/knowledge rather than truth and knowledge.  
Moreover, Foucault (Schirato, Danaher, & Webb, 2012) argues that knowledge is an effect 
of power and discourse where power and knowledge always imply each other, producing and 
sustaining each other. For Foucault, it is not power and knowledge, but power/knowledge “Power 
produces knowledge … power and knowledge directly imply one another … there is no power 
relation without the correlative constitution of a field of knowledge, nor any knowledge that does 
not presuppose and constitute at the same time power relations” (Foucault, 1995, p. 27). 
So, following Foucault’s logic, knowledge and truth are the product and cause of discursive 
practices and mechanisms of power. As well, due to the concomitant relationship between truth and 
knowledge, we can say the dynamics of truths indicate the fluidity and instability of knowledge. 
Thus, truth/knowledge is not merely produced within the relations of power but is also in a 
contingent process of being produced, shaped, and reconstituted within discourses. Though 
truth/knowledge is produced in the power relations, it also shapes or affects the flow of power 
relations, which is revealed through the shifting of subjectivity and the emergence of 
truth/knowledge. Moreover, I argue that the relationship between truth/knowledge and power 
relations is bidirectional rather than unidirectional through starting with a discussion of subjectivity 
in the section below. 
Subjectivity is … 
Recalling my own teaching experience, I found that not only I but also my students 
behaved differently in different contexts. I found that I shifted or reconstituted my 
own subject positions constantly in the classroom. Sometimes I even questioned 
myself ‘am I a teacher now?’ For example, when playing language games, I worked 
with my students and discussed the games with them instead of controlling 
everything in the class. During this process, I found that my students interacted with 
me more and the language they used was much more like what they used when 
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talking to friends. To certain degrees, both they and I felt that I was acting like a 
‘friend’ or ‘team member’ rather than a teacher. On the other hand, I felt they were 
not my students, but we were more like ‘friends’ who talked to each other freely.  
However, when I started teaching them English grammar, vocabulary etc., the 
interaction between them and me was very limited. They tended to act like ‘good’ 
students who always kept silent, sat properly, and only answered their teacher’s 
questions when they were called. Put simply, the relationship between the students 
and I was more like a ‘real’ student-teacher relationship. This happened several 
times during one class and the subjectivity of both the students and I seemed to keep 
changing and were always on the move rather than settled permanently. (Taken 
from my reflection.) 
Frankly, I felt that I ‘jumped’ from one subject position to another, then to the other, and 
kept ‘jumping’ during the whole class and even it lasted after class. Put differently, I didn’t feel that 
I was in the same subject position as time went by though I was with the same group of students, 
colleagues, students’ parents and so on. Relatively, the subjectivity of the people I interacted with 
was not settled and kept shifting as indicated in the above data in my classroom. The instability and 
fluidity of subjectivity makes me ask, ‘How does it happen?’ Foucault (1990) advises:   
Even if we reach the point of designating exactly all those people, all those 
‘decision-makers’, we will still not really know why and how the decision was made, 
how it came to be accepted by everybody, and how it is that it hurts a particular 
category of person. (Foucault, 1990, pp. 103–104) 
Foucault reminds us to think of ‘how it is made’ rather than focus on ‘what it is’ or ‘its 
origin’. Thinking of subjectivity with Foucault, I extend Foucault’s concept of truth/knowledge 
mentioned in the previous section to address ‘how subjectivity is made’.  
How is subjectivity made? 
As discussed earlier, truth/knowledge is produced and maintained in the interplay of power 
relations, which further formulates the ‘regime of truth’ of societies, cultures, or communities. The 
‘regime of truth’ of a society constrains the ways we speak, act, or think. I would say that the 
‘regime of truth’ of a particular discourse constitutes the knowledges of how we are behaving as we 
should, such as in accordance with the rule or as Foucault advises that “knowledge is always a 
certain strategic relation in which man is placed” (Foucault, 2002a, p. 14). Following this logic, 
subjectivity could be said to be the effect of truth/knowledge which is the product of the power 
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relations. It seems that the relationship among subjectivity, power, and truth/knowledge is linear 
and unidirectional as shown in Figure 14 below: 
power → subjectivity  
power→ truth/knowledge 
Figure 14: The unidirectional relationship between power and subjectivity/truth/knowledge. 
 
However, I argue that the relationship is not linear and unidirectional; rather, subjectivity, 
power, and truth/knowledge affect one another in a circulating relationship as shown in Figure 15: 
 
Figure 15: The circulating relationship among power, subjectivity and truth/knowledge 
 
The bidirectional relationship among power, subjectivity, and truth/knowledge is elaborated 
through an examination of ‘what resistances do’ in the coming sections after the discussion of 
power. 
Nevertheless, I think the unsettled and dynamic trait of truth/knowledge reveals that 
subjectivity is not innate, but it is socially produced and it is seen as a process, open to change in 
discourses (Weedon, 1997). Moreover, poststructuralism proposes that subjectivity is precarious, 
contradictory and in process, constantly being reformed in discourse each time we think or speak 
(Weedon, 1997, p. 32). As Foucault (2002b) points out: 
Power	
Subjectivity	Truth/knowledge	
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people do not have natural and unchanging characteristics. Rather, we are produced 
out of a network of discourses, institutions and relations, and always liable to change 
according to the circumstances. So although we think of ourselves as unified, 
concrete individuals with certain unchanging qualities, in fact we are a number of 
different people. This kind of subject or person we are in different places and times 
depends on the rules, discourses and ideas in a culture which determine what can be 
said, thought and done, and on the social and historical context in which we live. 
(2002b, pp. 123–124) 
In other words, we can say that subjectivity is a fluid and contingent effect of the complex 
interaction of discourse, power, and truth/knowledge rather than a traditional notion of an inherent, 
fixed, and transcendental self. It is, “produced ‘as an effect’ through and within discourse, within 
specific discursive formations, and has no existence, and certainly no transcendental continuity or 
identity from one subject position to another” (Hall, 1996, p. 10). 
Due to the precarious characteristic of subjectivity, subjectivity enables us to see the 
diversity and richness of our experience of being a person as “we find ourselves positioned now one 
way and now another, inside one set of power relations or another, constituted now one way and 
now another, in one context or another” (Davies, 1994, p. 3). In addition, subjectivity is regarded to 
be constituted, shaped, and reformed in the discourse as in Foucault’s work, “discourses are ways of 
constituting knowledge, together with the social practices, forms of subjectivity and power relations 
which inhere in such knowledge and the relations between them” (Weedon, 1997, p. 105). 
Subjectivity is produced within the discourses instead of existing inherently or beyond discourses as 
discourses can not only facilitate but also constrain the ways it is possible to think, speak, and act. 
Therefore, I think the ways it is possible to be and be recognised as a subject or person are regulated 
by the interweaving of various discourses. For example, the possible ways to be recognised as an 
NS or NNS English teacher in global TESOL or ELT (English Language Teaching) are regulated 
by the discourses of TESOL, international education, English education and so on. In addition, 
these discourses also carry unequal relations of power, which further advantages some teachers and 
disadvantages others in ELT or TESOL. In the ELT field, for example, the representation of NS 
teachers seems to be more powerful than that of NNS teachers since the presentation of NS teachers 
is thought to refer to the ownership of English, which further leads to a preference of NS teachers as 
the best learning models for learners and the privileged status of NS teachers.  
Though discourses carry unequal power relations, I am not saying that power relations 
remain fixed in the discourses; rather, they are always on the move, moving back and forth in the 
discourses, for discourses do not exist independently or in isolation, but to a certain extent, they are 
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related to, engaged in, interweave with and interact with each other. I think the relationship between 
multiple discourses is not a top-down process. Top-down power relations imply that power is 
controlling, dominating, and repressive, moving in one direction from above to below.  
Instead of thinking of the relationship of discourses as top down, I would like to argue that 
they exist in separation and relate to, connect with, or are involved in each. Put differently, I think 
discourses do not exist on their own, and to some extent they relate to and engage with each other. 
As well, I argue that the boundary between them is blurring and unclear since overlapping areas are 
produced through the exercise of power relations when discourses conflict or interact with, or 
encounter each other.  
I think these overlapping areas are places where power exercises or is exercised and 
simultaneously multiple subject positions are produced. We could say that these overlapping areas 
are parts of the discourse. However, it is difficult to define which discourse they accurately belong 
to, to draw a clear-cut line among them, or to establish the accurate territory for each discourse. 
That is, the boundary among multiple discourses is obscure, unclear, and unseen. Moreover, I think 
these overlapping areas function like a threshold which is full of uncertainty, obscurity, and 
possibilities and which has no inherent meanings, but acquires its meanings when it is attached to 
someone or something. In other words, the meanings of these overlapping areas are being made 
rather than exist inherently. As well, these overlapping areas (or thresholds) are the places where 
subjectivity is being formed and is becoming something or someone else under the operation of 
power relations. As such, “the excess of a threshold is the space in which something else occurs: a 
response, an effect. Once the threshold is exceeded, something new happens” (Jackson, 2013, p. 
116 in Coleman & Ringrose, 2013). Hence, rejecting that subjectivity is not rooted or constituted in 
a single discourse, I think that subjectivity is being constructed by the power relations emerging in 
the interactions among multiple discourses and it is never settled, but is always in an ongoing 
process of becoming something or someone else with the flow of power relations as Jackson and 
Mazzei (2012) suggest: 
subjectivity is never stable but it is constantly shifting in response to particular 
situations and conditions, and notions of subjectivity capture this active process of 
taking up certain subject positions in an ongoing process of “becoming”- rather than 
merely “being”- in the world. (Jackson & Mazzei, 2012, p. 53) 
Based on the above discussion, power plays a crucial and significant role in the formation of 
not only truth/knowledge but also subjectivity. Hence, in order to investigate how subjectivity is 
formed, how it shifts and how it impacts the truth/knowledge, it is necessary to examine the 
operation of the relations of power in discourses. You may think that the relationship between 
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power and subjectivity is unidirectional only; that is, power affects subjectivity only. However, I 
would argue that the relationship is bidirectional since the shifting of subjectivity shows subject’s 
resistances to power, makes the operation of power relations visible and simultaneously it prompts 
new truth/knowledge of subjects. This is elaborated in the section on resistances following the 
discussion of power.  
Power 
The term ‘power’ is central to Foucault’s conception of subjectivity which is said to be 
constituted through the operation of power relations in the discourses. In order to explore the issues 
related to subjectivity, it is inevitable to have an in-depth examination of power. Though we 
acknowledge that power plays a central and significant role, have you even thought of what power 
is? Below I would like to illustrate my understanding of what power is through a recall of my 
experience as a teacher and a student. When I was a teacher, I thought power was: 
something that was attached to my title as a ‘teacher’ which further allowed me to 
possess power. In other words, I believed why I was powerful and owned authority 
to assign homework, set examinations, punish students etc. was because of the 
subject position I was placed in and the power attached to it. (Taken from my 
reflection.) 
However, my understanding of power is problematic since it implies that power is owned by 
a certain group of people, such as teachers, and there is another group of people, such as students, 
who are under control and domination without any freedom. As well, power is top-down, repressive, 
controlling, and dominating. ‘Is this really what power is?’ I murmured when recalling my memory 
as a student. 
Though teachers were very ‘powerful’ and had great authority, I as a student still 
had my ‘freedom’ to be who I would like to be in the classroom. We were always 
asked to sit quietly, pay attention to the class, and focused on our study to have great 
academic performance. Put it simply, we should devote ourselves one hundred 
percent into the class. However, I remembered that my classmates and I sometimes 
did math or English homework in Chinese class since the class was not interesting. 
We may pretend to be focused, but actually we were passing notes to each other, or 
we were just absent-minded, thinking about other stuff. (Taken from my reflection.) 
From the data above, we could say that students are not as powerless as we think; rather, 
they are powerful and enjoy their freedom in the classroom. I think that students’ exercise of 
freedom indicates the operation and the flow of power, which further suggests that power is not 
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possessed or remains fixed and stable; rather it is circulating in the classroom, moving back and 
forth. The instability of power leads me to think of what power is and where it is from if it is not 
something that can be owned by individuals.  
Where is power from? 
Power is central, crucial, and significant to Foucault’s conception of the formation of 
subjectivity. For Foucault (Schirato, Danaher, & Webb, 2012, p. 45), "power is not held or 
possessed by anyone since it isn't an object that is either held by, or part of, somebody or 
something" as he comments, “Power is never something that someone possesses, any more than it is 
something that emanates from someone. Power does not belong to someone or even to a group” 
(Schirato, Danaher, & Webb, 2012, pp. 45–46). 
Rejecting that power is a possession, Foucault (1978) continues suggesting that power is 
rather a relation: “power is embedded in relationships rather than existing merely as a possession” 
(Jackson & Mazzei, 2012, p. 55). That is, power is not attached to anyone or anything, but it exists 
and works in a set of relations in the discourse as he indicates, “power must be understood in the 
first instance as the multiplicity of force relations immanent in the sphere in which they operate and 
which constitute their own organizations” (Foucault, 1978, pp. 92–93). 
We can say, in others words, that power does not exist in isolation, but power is in an 
entangled network. 'Does this mean that power is rooted in the discourses? or 'Is power from 
discourses?' stood out in my mind. Thinking of this question, I turned to Foucault who says “power 
only exist in actions, in its exercise. The exercise of power puts into play a strategic relationship 
that establishes inegalitarian and asymmetrical relations between individuals and groups” (Ryan, 
1991, p. 110). As well, power relations are endowed “with processes which are more or less 
adjusted to the situation” (Foucault, 2000, p. 224). In other words, power relations do not exist 
inherently in the discourses; rather, they are “specific and local to subjects who are in mutual 
relations with one another” (Jackson & Mazzei, 2012, p. 59). I think that power comes from each 
encounter with other entities instead of being rooted in the discourses. For example, in our everyday 
life, the ways we talk, think, act, or interact with others implicates the operation of power relations.  
Hence, we can say that power has no origin in the discourse. Here I am not saying that 
power exists beyond discourses; rather I mean that power comes from local (Jackson & Mazzei, 
2012). As well, it exists only in a complicated network of relations, it keeps on the move, and it is 
made ‘alive’ in these entangled relations.  
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What is power? 
As mentioned earlier, power is not a thing that can be held or possessed, but it is a relation. 
We could say that power does not exist as an object which is concrete, seeable and touchable to be 
held or possessed. Rather, power as a relation is too abstract for us to see and it doesn't have a 
specific image for us to recognise it when encountering it. Though we can not ‘see’ power, 
consciously and unconsciously we do ‘feel’ power that is exercised on us. I feel that power is just 
like a person who always stands in the heavy fog which makes his/her image difficult to be 
recognised. Without a clear picture of power, how could we know what power is and if power is 
moving around.  
In order to understand what power is, I think we need to rethink this question differently by 
asking, ‘What makes power?’ Since power is a relation rather than a concrete thing, I think the 
meaning of power emerges in the relations in which it is in. What I am arguing here is that power 
does not have any pre-existing meaning attached to it; instead, its meanings emerge/are emerging in 
the network of power relations. In other words, power is made sense of in the network of relations, 
so it means nothing without relations (Foucault, 2002a). Moreover, I think that power is made sense 
of through the multiple forces from continuous interactions, such as negotiation, competition, 
conflicts, consent, violence etc., among human and non-human entities. I would say that power is 
made meaningful through the continuous competing, conflicting, negotiating, and consenting forces 
emerging in each encounter between individuals. Hence, in response to what power is, I think we 
should give up looking for the instincts of power, but ask how power is made sense of in the 
complicated relations. Though power is too abstract to be visible, I think that it is possible for us to 
'see' power and 'trace down' its flow or movement through looking into the shifting of subjectivity 
and the emergence of knowledge as Foucault (1980a) claims power is productive and it creates 
things when it is exercised instead of being negative, dominating, and repressive only. Foucault 
(1980a) indicates: 
What makes power hold good, what makes it accepted, is simply the fact that it 
doesn’t only weigh on us a force that says no, but that it traverses and produces 
things, it induces pleasure, forms of knowledge, produces discourse. It needs to be 
considered as a productive network which runs through the whole social body, much 
more than as a negative instance whose function is repression. (Foucault, 1980a, p. 
119) 
With the exercise of power, power circulates in the discourse and multiple things are 
produced. Among these things, the subjectivity and knowledge are both discussed so far. I think the 
emergence and shifting of subjectivity and knowledge make visible the existence and movement of 
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power. Hence, in order to trace power, any analysis of power relations must involve an examination 
of subjectivity and knowledge, which further suggests the inseparable relationship between power, 
subjectivity, and knowledge. The close and tight connection between power, subjectivity, and 
knowledge leads me to think if power implies subjectivity or knowledge only or if they imply each 
other. 
Though the exercise of power produces either subjectivity or knowledge, the relationship 
between power and knowledge or subjectivity is not unidirectional. With regard to the relationship 
between power and knowledge, Foucault (1991) advises: 
Power produces knowledge… power and knowledge directly imply one another; that 
there is no power relation without the correlative constitution of a field of knowledge, 
nor any knowledge that does not presuppose and constitute at the same time power 
relation. (Foucault, 1991, p. 27) 
Moreover, Foucault assumes that power “can only be made sense of through its connection 
to forms of knowledge” (Schirato, Danaher, & Webb, 2012, p. 45) and he continues arguing that it 
is not power and knowledge, but power/knowledge (Foucault, 1980a). Further, power produces not 
merely knowledge but also subjectivity as, for Foucault, power is what makes us what we are 
(Rabinow, 1991) in the process of interactions. However, power does not produce subjectivity only, 
but it is in turn affected by subjectivity. Hence, I argue that the relationship between power and 
subjectivity is mutual rather than unidirectional. I think that the shifting of subjectivity reveals 
subjects’ responses to power which is exercised upon them, then keeps power relations on the move 
and prompts the emergence or reformation of knowledge of subjects. Since power and knowledge 
imply each other, the shifting of subjectivity leads to the reformation of knowledge, which then 
affects the flow of power relations. Therefore, I think that the relationship among power, 
subjectivity, and truth/knowledge is bidirectional (as indicated in Figure 15) rather than 
unidirectional (as indicated in Figure 14). They not merely affect but also imply each other. 
Power brings into play relations between individuals (or between groups) (Foucault, 2002a, 
p. 367) and multiple subject positions and knowledges come out. Instead of viewing power 
affecting subjects and knowledges only, on the other hand, individuals’ responses to power relations, 
such as their resistances, negotiation, consent, refusal and so on, result in the shifting of subjectivity 
which makes it possible for us to ‘see’ power circulate around the discourses as well as affect power 
relations. As well, the emergence of knowledges effects power relations since power and 
knowledge imply each other. In short, in order to ‘see’ how power relations work or track them 
down, resistances, which cause the shifting or emergence of subject positions and knowledges, 
provide us a window to it. 
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Resistances 
When it comes to ‘power’, the first thing that comes to people’s mind is to control, to 
dominate, or to repress and seemingly no freedom exists at all. However, for Foucault, “at the heart 
of power relations and as a permanent condition of their existence there is an insubordination and a 
certain essential obstinacy on the part of the principles of freedom; and so there is no relationship of 
power without the means of escape or possible flight” (Foucault, 2002a, p. 346). Put simply, we can 
say ‘no freedom, no power’ due to their concomitant relationship and any exercise of power 
involves at least certain degrees of freedom as Foucault (2002a) suggests:  
Power is exercised only over free subjects, and only insofar as they are “free”. By 
this we mean individual or collective subjects who are faced with a field of 
possibilities in which several kinds of conduct, several ways of reacting and modes 
of behavior are available. (Foucault, 2002a, p. 342) 
Where does freedom come from? In order to answer this question, we need to address the 
relationship between power relations and resistance. The existence of power implies that of 
resistance and vice versa. As well, power-relations can be understood as being constituted by “a 
multiplicity of points of resistance … present everywhere in the power network; these resistance are 
‘inscribed in [relations of power] … as an irreducible opposite” (Foucault, 1981, pp. 95–96). 
Resistance is as widespread as power itself: the ‘strictly relational character of power relationships’ 
(Foucault, 1981, p. 95) depends upon constant resistances. Moreover, Foucault claims: 
…resistance comes first, and resistance remains superior to the other forces of the 
process; power relations are obliged to change with the resistance. So I think that 
resistance is the main word, the keyword, in this dynamic. (Foucault, 2000, p. 167) 
In other words, resistance is where we begin; it is foundational (Leask, 2012, p. 66). Hence, 
any investigation of resistances plays a crucial role in examining power relations as resistance 
always accompanies power (Bourdieu, 1991), perpetuating and challenging authority and power can 
be fluid The exercise of power produces not only truth/knowledge and subject positions but also 
resistances as Foucault claims that “power relations are made of various points of instability that 
produce multiple sites and modes of resistance” (Jackson & Mazzei, 2012, p. 55). In this way, 
“there are no power relations of power without resistance; the latter are all the more real and 
effective because they are where relations of power are exercised” (Jackson & Mazzei, 2012). 
Jackson and Mazzei (2012) further suggest that resistances “are formed right at the point where 
relations of power are exercised” (p. 55), which means that where resistances occur is where power 
is exercised, where power is made visible and where subjectivity emerges. 
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Putting it differently, I would say that resistances further reveal the (re)constitution of 
subjectivity as Leask (2012) claims that “subject emerges as a kind of counter-practice, a node of 
crafted defiance. In short, we fabricate ourselves, constitute ourselves, via critical resistance” 
(Leask, 2012, p. 66). Thus, in my thinking with Foucault, I read our struggles, hesitation, refusal, 
fight, anxiety, worries and so on as kind of resistances to power exercised upon our bodies which 
are not the end of the flow of power relations. Rather, our bodies as the vehicles of power, keep 
power on the move instead of the points where power applies (Jackson & Mazzei, 2012). Through 
transiting power via our bodies, resistances show that we are in a process of transforming ourselves 
into or becoming someone else simultaneously as well as new knowledges of us are emerging and 
are being made:  
For Foucault, resistance was inherent within relations of power, and resistance was 
itself predicated on the existence of a free subject. Resistance was not an isolated, 
quixotic event; rather, Foucault saw it as a means of self-transformation through the 
minimization of states of domination. (Butin, 2001, p. 158) 
Thus, I think resistances refer to not only where power relations are exercised but also 
where “a human being turns him- or herself into a subject” (Foucault, 2002a, p. 327). On the other 
hand, we could see resistances through the shifting of subject positions, which indicates the 
concomitant relationship between resistances and subjectivity. 
The inseparable and concomitant relationship between resistances and power makes it 
possible for us to 'see', 'feel' or 'notice' the dynamic, fluid and unstable power relations which are 
always on the move through our bodies. As well, the occurrence of resistances reveals the exercise 
of power relations and so does the emergence of or reconstitution of multiple subject positions and 
knowledges. Hence, I believe that an analysis of resistances could lead to a profound understanding 
of the relationship among power, truth/knowledge, and subjectivity as Foucault claims: “taking the 
forms of resistance against different forms of power as a starting point … in order to understand 
what power relations are about, perhaps we should investigate the forms of resistance and attempts 
made to dissociate these relations” (Foucault, 1983, pp. 210–211). Looking into the resistance 
against different forms of power seems a good way to explore the exercise of power relations in 
these discourses. But, how can we ‘see’ the resistance? I think resistances are not limited to the use 
of language only; rather, our body language, facial expression, gestures and so on also reveal our 
resistances. I think both verbal and non-verbal actions should be taken into consideration when 
looking into resistances to see how power is exercised. Thus, in the following chapters, when 
exploring how subjectivity is constituted, I look not only into verbal actions but also non-verbal 
actions. 
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What is missing in Foucault’s theories? 
In the previous sections, I elaborated Foucault’s concept of discourse, truth/knowledge, 
subjectivity, power and resistance. Based on the discussion, we could see that Foucault suggests 
that subjectivity and truth/knowledge are dynamic, formed, shaped and reconstituted within 
discourse which is made visible through social and material practices. Among these practices, 
Foucault is concerned with how power is circulated (such as emerged or is exercised on bodies) 
locally and relationally between people. Though Foucault does not deny the “materialism of 
physical necessities” (Olssen, 2004, pp. 454–482), his approach was to focus on local discursive 
practices and the power implications of these. In other words, the significant impact of materiality 
on the formation of subjectivity is not conceptualised in Foucault’s approach to his discursive 
analysis of the formation of subjectivity though he does not deny its worth. As well, for Foucault, 
agency belongs only to the human domain and humans do not share agency with other living and 
non-living things. That is, only humans own agency in the ontological world proposed by Foucault. 
This indicates that “Foucault’s theories fail to provide an adequate account of the relationship 
between discursive practices and material phenomena” (Barad, 2007, p. 146). 
The lack of materiality and the limiting of agency to humans in Foucault’s approach 
reminds us of the necessity of extending Foucault’s concepts into a further level by bringing the 
material back in the analysis of the constitution of subjectivity. Barad extends Foucault’s theories 
into a discursive-material approach in which both the discursive and the material both play a crucial 
part instead of outweighing each other. What follows is the discussion of Barad’s concepts of 
agential realism, apparatuses, phenomena and diffractive analysis from a posthumanist perspective.  
Does the material matter?  
In my daily life, I always wear a T-shirt, jeans, and scandals or sometimes flip flops 
when I do grocery shopping, go to my school office, attend meetings with friends and 
so on. This causal dressing style has never been found on me when I attend a 
conference or meeting with my supervisors. Then, how do I look in these occasions? 
Though it is legal for people to wear flip flops, slippers etc. in a conference or some 
formal events, it will be awkward to see them do so. Though there is no strict dress 
code for each conference, people still know that they have got to dress themselves up 
seriously rather than causally. For example, every time I attend a conference, I 
always wear a black skirt, a blazer and heels in order to dress myself up seriously 
and make myself look formal and professional. Except for me, other people attending 
the conference also got dressed seriously, formally or professionally and it seems 
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that everyone ‘knows’ and ‘follows’ the rules of the conference dressing which do 
not exist at all.   
‘Why do the ways we dress ourselves vary depending on different occasions?’, I said 
to myself. For me, I think that the black skirt, blazer, and heels make me look like a 
‘serious’ and ‘professional’ academic. The clothes I wear seem to be alive and own 
magic to turn me into a person who is ‘accepted’ in an occasion like a conference. In 
other words, I think that I am viewed as a ‘serious’ and ‘professional’ academic 
because of the clothes I wear, but not because of the conference I attend.  
Except for discourse, material (clothes in this case) also affects our perception of the 
world, ourselves and so on. This leads me to think of how material affects the 
constitution of subjectivity by means of asking what material does to our bodies. 
(Taken from my reflection.)  
The significance of material in the formation of subjectivity seems not to catch enough 
attention. For a long time, poststructuralist theories have privileged the impact of discourse and 
ignored that of material (Jackson & Mazzei, 2012). As well, “for all Foucault’s emphasis on the 
political anatomy of disciplinary power, he too fails to offer an account of the body’s historicity in 
which its very materiality plays an active role in the workings of power” (Barad, 2003, p. 809). 
Material seems to have been ignored but plays an active role in the operation of power relations 
through which subjectivity, knowledge and truth are emerging and produced. What does material 
refer to? Does it refer to things which are seeable or touchable? “The material is that which we 
experience in the world. In the broadest terms, materialism maintains that whatever exists is, or 
depends solely upon, matter” (Jackson & Mazzei, 2012, p. 115). Here matter does not refer to 
concrete objects or fixed substance only, such as chairs, desks, books etc. existing in the world; 
rather, Barad (2003) suggests: 
Matter is substance in its intra - active becoming - not a thing, but a doing, a 
congealing of agency. Matter is a stabilizing and destabilizing process of iterative 
intra-activity. Phenomena – the smallest material units (relational “atoms”) – come 
to matter through this process of ongoing intra-activity. That is, matter refers to the 
materiality/materialization of phenomena, not to an inherent fixed property of 
abstract independently existing objects of Newtonian physics. (Barad, 2003, p. 822) 
Here we see matters come to matter in the process of ongoing intra-activity in which matters 
are viewed as an ‘active’ agent (Barad, 2003). Matters as a material force further come to affect the 
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constitution of subjectivity owing to the mutual relationship between discursive practices and 
material phenomena as Barad (2003) claims: 
But nor are they reducible to one another. The relationship between the material and 
the discursive is one of mutual entailment. Neither is articulated/ articulable in the 
absence of the other; matter and meaning are mutually articulated. Neither discursive 
practices nor material phenomena are ontologically or epistemologically prior. 
Neither can be explained in terms of the other. Neither has privileged status in 
determining the other. (Barad, 2003, p. 822) 
Referring back to material does not mean the status of material is more privileged than 
discourse. However, I argue that matters as a material force intra-act with the bodies and affect the 
formation of subjectivity. That is, the subjectivity is discursive ↔ material mutually constructed 
rather than discursively or materially formed. For Foucault, he is interested in how discursive is 
made visible through both social and material practices, but he does not state clearly the connection 
between the two (Jackson & Mazzei, 2012). I think that Foucault does not deny the effects of 
material, so I argue that we need to think of the effects of material in the construction of subjectivity 
through the intra-activity. A teacher’s subjectivity does not reach stability by identity categorised 
(race and gender) because his/her ways of existing in the world change with each encounter with 
others. As indicated above, Foucault does not conceptualise the impact of materiality on the 
formation of subjectivity and fails to “provide an adequate account of the relationship between 
discursive practices and material phenomena” (Barad, 2007, p. 146). What follows is Barad’s 
theory of agential realism, apparatuses, and phenomena, which provides a connection between the 
discursive and the material. 
Agential realism 
From my excerpt above, we can see that clothing seems to play a crucial role in affecting 
not only our perception of ourselves but also others’ perception of us. The nonhuman entities 
(clothes in this case) seem to have agency affecting the formation of the subjectivity of individuals. 
That is, material matters in the ways we see the world, others and ourselves. However, as indicated 
in preceding sections, the significance of the material is not conceptualised and the discussion of 
agency is limited to the human domain in Foucault’s approach. Drawing heavily on the work of 
Foucault, Barad extends Foucault’s theory emphasising the significance of discourse into a 
posthumanist perspective reinstalling “the material as ‘equal’ in the material-discursive binary” 
(Jackson & Mazzei, 2012, p. 110).  
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Agency has been a crucial part in investigating issues related to subjectivity, power relations 
and so on. From a humanist perspective, humans are the centre of the universe and only humans 
own agency. Crucially, humanism assumes that “there are universal, abstract, structural 
characteristics that are foundational for grouping, structuring, naming, and categorizing” (Jackson, 
2013, p. 742). That is, “the human is superior to and separate from the material” (Lather & St. 
Pierre, 2013, p. 629). Moreover, from a poststructuralist point of view, “agency seems to lie in the 
subject’s ability to decode and recode its identity within discursive formations and cultural practices” 
(St. Pierre, 2000, p. 504). The overemphasis on the centering of the human subjects has been 
doubted and challenged by several scholars, such as Jackson (2013), Lather (2013), Barad (2007). 
The critiques of humanism trouble the centering status of the human and prompt the rise of 
posthumanism which addresses the significance of the nonhuman instead of privileging the human. 
Among these scholars, Barad, whose theory is grounded in an ontoepistemology or knowing in 
being, proposes ‘agential realism’ to disturb the privileging of the discursive (Jackson & Mazzei, 
2012).  
Unlike humanism, agential realism, the core of Barad’s theoretical framework, suggests that 
agency is not ascribed to humans but is “understood as attributable to a complex network of human 
and nonhuman, including historically specific sets of material conditions that exceed the traditional 
notion of the individual” (Barad, 2007, p. 23). Barad (2007) states: 
Agential realism is an epistemological, ontological, and ethical framework that 
makes explicit the integral nature of these concerns. This framework provides a 
posthumanist performative account of technoscientific and other naturalcultural 
practices. (Barad, 2007, p. 32)  
Barad further clarifies what posthumanism means in her theory as follows: 
By “posthumanist” I mean to signal the crucial recognition that nonhumans play an 
important role in natural cultural practices, including everyday social practices, 
scientific practices, and practices that do not include humans. But also, beyond this, 
my use of “posthumanism” marks a refusal to take the distinction between “human” 
and “nonhuman” for granted, and to found analyses on this presumably fixed and 
inherent set of categories. (Barad, 2007, p. 32) 
In Barad’s approach, clearly, we could see that she attempts to move from a central focus of 
human in order to account for the discursive and material, in terms of conceptualizing and 
approaching inquiry. However, her attempt of moving beyond humanism is criticized to be 
problematic as Calvert-Minor (2014) contends 
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“For all of the merit in Karen Barad’s philosophy and methodology, she has 
a fundamental problem. Her posthumanist notion of ontological objectivity, 
which makes the human an ancillary epistemological concern, is not viable; 
her unique ‘turn to matter’ is epistemologically untenable. One must 
continue to approach epistemology, even Barad’s epistemology, from a 
humanistic perspective. No matter how hard one might want to deprioritize 
all methodological priorities in Barad’s ‘diffractive’ methodology, one 
cannot forgo certain epistemological ones. The human must remain the 
centerpiece in conceptions of objectivity and our understandings of 
intelligibility” (p. 136). 
 
 Being aware of this, in this study, though I adopt Barad’s approach in discussing what 
English teachers are produced as, I do not deny the role of human in research. Hence, in this thesis, 
when I mention about ‘apply Barad’, ‘draw on Barad’ or ‘think with Barad’, I bring the material 
into the analysis along with humans instead of ignoring the impact of humans. That is, the 
significance of the role of human is not excluded. In the following analysis chapters (Chapter 8 to 
12), I indicate that I look into the construction of subjectivity through the intra-activity between 
both human and nonhuman entities rather than exclude human. 
Building on Bohr’s interpretation of quantum mechanics, Barad’s agential realism could be 
understood as an onto-epistemology; it relates knowing and being as irreducible and inseparable, 
theorising how “specific material phenomena” arise with “apparatuses of bodily production” (Barad, 
2007, p. 139). As follows, I briefly introduce Bohr’s philosophy-physics. 
For Bohr, he claims that “observation-independent objects do not possess well-defined 
inherent properties” (Barad, 2007, p. 196). In other words, “things do not have inherent determinate 
boundaries or properties” (Barad, 2007, p. 138), which further “refers to the indistinguishablility of 
subject and object, or what he calls the agencies of observation and the observed” (Yoshizawa, 
2014, p. 44). Due to the lack of an inherent distinction between the agencies of observation (people 
who do the experiement) and the observed (the object), Bohr uses the term ‘phenomenon’, in a very 
specific sense — to designate particular instances of ‘wholeness’ (Barad, 2007, p. 196). For Bohr, 
he contends that “the unambiguous account of proper quantum phenomenon must, in principle, 
include a description of all relevant features of the experimental arrangement” (Bohr, 1963, p. 4). 
That is, for Bohr, physics does not describe a reality without taking all relevant features of the 
experiment arrangements, such as what is observed and who does the observation, into 
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consideration; but it only accounts for phenomenon (Yoshizawa, 2014). And things are not the 
smallest unit, but phenomenon. 
Drawing on Bohr, Barad extends “Bohr’s philosophy-physics from observational 
instruments as physical-conceptual devices to the more general notion of apparatuses as material-
discursive practices” (Barad, 2007, p. 206). In Barad’s agential realism, “phenomena are the 
ontological inseparability of intra-acting agencies” (Barad, 2007, p. 206) and are not the mere result 
engineered by human subjects; rather, Barad argues that phenomena are “differential patterns of 
mattering (‘diffraction patterns’) produced through complex agential intra-actions of multiple 
material-discursive practices or apparatuses of bodily production, where apparatuses are not mere 
observing instruments but boundary-drawing practices-specific material (re)configurings of the 
world-which come to matter” (Barad, 2007, p. 206). Importantly, Bohr claims “apparatuses are 
productive of (and part of) phenomena” (Barad, 2007, p. 5). In Barad’s agential realist account of 
apparatuses, she contends: 
any particular apparatus is always in the process of intra-acting with other 
apparatuses, and the enfolding of phenomena into subsequent iterations of particular 
situated practices constitutes important shifts in the particular apparatus in question, 
and therefore in the nature of the intra-actions that result in the production of new 
phenomena, and so on. (Barad, 2007, p. 203) 
Furthermore, “apparatuses are not pre-existing or fixed entities; they are themselves 
constituted through particular practices that are perpetually open to rearrangement, rearticulations, 
and other reworkings” (Barad, 2007, p. 203). I understand apparatuses are material-discursive 
phenomena, which are in an ongoing process of being formed, shaped and reconstituted through 
continuous intra-actions. Through this thesis, I see student-teacher interactions as phenomena in 
which I explore how the subjectivity of teachers (both NS and NNS) and students is constituted 
through the ongoing intra-activities between human and nonhuman entities in the classroom. In the 
next section, I briefly introduce Barad’s concept of diffraction and why diffractive analysis is 
significant. 
Diffraction 
Matters do matter in the ongoing process of subject’s becoming someone/something else 
through the continuous intra-activity. Without thinking differently, we are always trapped in the 
overemphasis on discursive practices and seeing subjectivity as discursively formed only. However, 
“diffraction moves us away from habitual normative readings and accounts grounded in discursive 
readings that often fail to account for material intra-actions” (Jackson & Mazzei, 2012, p. 115). 
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Barad (2007) claims that “diffraction effects are effects of interferences, where the original wave 
partly remains within the new after its transformation” (Barad, 2007, pp. 71–83 cited in Taguchi 
2012, p. 271). Diffraction as a methodology then is about studying how differences are made, such 
as how English teachers are made differently, in such a process and the effects that differences 
make; what is excluded and how these differences and exclusions matter (Barad, 2007, p. 30 cited 
in Taguchi 2012, p. 271).  
Following Barad’s logic, differences do not exist prior to intra-activity, but they are made 
through the intra-activity between entities (Barad, 2007). Instead of being inherent and attached to 
entities, differences which are produced in each encounter between entities further indicate that 
differences are not stable and fixed; rather, they are in an ongoing and changing process of being 
formed, shaped, and reconstituted through intra-activity. We can say that to think of diffraction is to 
“open the possibility of seeing how something different comes to matter” (Davies, 2014, p. 734) 
and of reading data differently and deeply. Put differently, it pulls us out of the traditional 
framework of doing, thinking of, and seeing research; it frees us from the trap in which we are 
restrained from thinking differently and opens a window to seeing the world we are in differently.   
Thinking differently and diffractively 
Based on the focus of this research, the subjectivity of English teachers, I started this chapter 
with a discussion of poststructuralist concept of discourse from which subjectivity is suggested to 
be formed, shaped and reconstituted. I further argued that discourses do not exist in a concentric 
structure; rather, they exist in isolation and overlap with one another. The overlapping areas are 
where power is exercised and multiple subject positions or new things are produced. Furthermore, 
not only the occurrence of multiple subject positions and new truths/knowledges in the operation of 
power relations but also the resistances from individuals reveal the bidirectional relationship among 
power, subjectivity, and truth/knowledge, which further indicates that the operation of power is 
productive rather than repressive and top-down only. 
As discussed above, subjectivity, truth/knowledge, and differences are made, dynamic, and 
changing rather than immanent, fixed, and stable in the discourse. Reading subjectivity and 
truth/knowledge with Foucault, power relations play a crucial and significant role in the constitution 
of them and so does the emergence and shifting of subjectivity and truth/knowledge reveal the 
operation of power relations simultaneously. In other words, power, subjectivity, and 
truth/knowledge are in a mutual relationship in which they affect and are being affected by one 
another.  
 94 
In this chapter, I indicated the limits of Foucault’s approach — the lack of materiality and 
the limits of agency to humans. The limitation of Foucault’s theory leads us to think of the impact 
of the material and the problematic centering of the human. Hence, I introduced Barad’s theoretical 
framework of agential realism, phenomenon, apparatuses and diffractive analysis. In Barad’s theory, 
material phenomena, come to matter and lead us to rethink the effects of matters in the relationship 
among subjectivity, truth/knowledge, and power relations. Returning to what and how matter 
matters does not mean to privilege material over discursive; rather, it provokes us to look into the 
mutual discursive and material constitution of subjectivity instead of over emphasising either the 
material or the discursive. Moreover, to think diffractively encourages us to escape from the 
limitations we set for ourselves when thinking of, seeing, and analysing the so-called research data 
and further disrupts the ways we are doing research. Crucially, this chapter serves as the theoretical 
preparation for the analysis of what happens in the classroom in the chapters to follow. 
In the following chapters, I intend to look into the bidirectional relationship among power, 
subjectivity and truth/knowledge through examining the formation of English teachers’ subjectivity 
differently and diffractively when they interact with others in the classroom. As significant, since 
differences are being made, I attempt to see how NS and NNS English teachers are made differently 
through intra-activities with others. Before moving into what happens in the classroom, I would like 
to draw your attention to where this happens (where the data is collected) and who is involved in it 
(the people in this study) by sharing my journey of data collection in a buxiban in Taiwan as 
Foucault suggests that any analysis of discursive practices must include information about who it is 
speaking, the site from which or out of which they speak and the positions available to them as 
speakers within any particular context or set of relations (Foucault, 1989, pp. 55–61). 
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CHAPTER 6: The journey of data collection 
As demonstrated in previous chapters (shadow education and the NS-NNS dichotomy), 
shadow education has become a global phenomenon across countries; issues on NS and NNS 
English teachers have been catching researchers’ attention. As importantly, though many studies 
have been conducted to explore issues related to shadow education and NS-NNS English teachers, 
most of them are limited to a descriptive approach by exploring the attitudes, opinions or feelings of 
teachers and students respectively through questionnaires or interviews. However, not so much has 
been carried out to explore what really happens in the classroom. This study aims to contribute to 
the field of shadow education and TESOL by exploring what happens in the classroom through 
looking into what teachers (NS and NNS) are produced as in the intra-activity. Hence, I adopt 
observations and in-depth interviews to get myself involved to see and experience what really 
happens in the classroom.  
This chapter aims to provide a clear and detailed depiction of the research process 
(Silverman, 2010). I start this chapter with a discussion of what data is, followed by a rethought of 
data; then, I continue with my journey of data collection. Accordingly the choices, decisions, 
participants, research site, problems I encountered, process of data gathering and processing are 
described. Moreover, I think that I, as a researcher in this study, am not separated from either the 
study or the participant; I am involved in it and part of it, so a section addressing what I am 
produced as in the process of collecting data is included.  
The journey began … 
‘Congratulations, Feng-Ru. We are happy to announce you are confirmed.’ the panel of my 
confirmation presentation said to me with a big smile on their face. ‘Now you can start organising 
things about doing data collection …’ they continued. Honestly, at that moment, I was spaced out a 
bit because what was in my mind was ‘I am confirmed’ and the scenery of my hometown. Not 
falling into the happiness of being confirmed and sadness of homesickness too long, ‘we wish you 
could enjoy doing data collection,’ they said to me happily and I was pulled back to the reality to 
face the next challenge: data collection. After finally getting my ethical clearance approved, this 
journey started in the middle of June 2016 in Tainan, Taiwan (shown in Figure 16 below) my 
hometown where my family and my lovely cat are located. 
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Figure 16: A map of Taiwan. Source: https://www.vacation.com/destinations-cultures/your-taiwan-
travel-guide-discover-asias-secret-gem 
What is data? 
Leaving my two lovely fancy pet rats that accompanied me every day in Australia, I packed 
my luggage and returned back to Taiwan for the so-called ‘data collection’. Thinking of data, the 
first thought that came to my mind is that data refers to things that are related to research, and are 
collected to meet researchers’ needs, and which are analysed to provide answers to certain questions. 
However, one of the conversations with my previous supervisor has weakened my belief of what 
data is: 
It was the last meeting before I went back to Taiwan for data collection and we were 
discussing how I was going to do classroom observations and interviews with 
teachers and students. When I was talking to her about my worries about, and 
anxiety of, collecting data, she listened to me quietly with her greatest patience and 
support. Suddenly, with a big smile on her face, she asked me ‘what if we do not 
need any data when doing research?' and ‘do you think it is possible to do research 
without data?’. To be frank, I was shocked at that moment and didn’t know what to 
say in response to her questions. ‘I think it is going to be very challenging and 
interesting to do research without data.’ popped out from my mouth. Moreover, after 
leaving her office, I started thinking of what data meant to me and if we do need data 
when conducting research. (Taken from my reflection.) 
Unsure of what data are, I felt it was weird to do data collection without understanding what 
data referred to. This feeling was like that I was walking on the surface of a frozen lake without 
knowing how dangerous it was. Refusing to put myself in such an uncertain and risky situation, I 
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initiated my thinking of data from its definition given in the online dictionary. Two definitions of 
'data' (Waite & Hawker, 2009) are as follows: “things known or assumed as facts, making the basis 
of reasoning or calculation” and “facts and statistics collected together for reference or analysis”. 
Based on the provided definitions, data refers to things that are collected for the purpose of analysis, 
calculation, and interpretation and from which certain truths are generated. Saying it differently, 
data is something to be collected in different ways to meet certain people's specific needs, they are 
things to be analysed from different perspectives and certain truths are produced from data based on 
their interpretations. According to this understanding of data, it seems to say that data refers to 
things that are visible, collectable and analysable, which results in a tendency to turn data into 
visible and analysable words which can be analysed, accounted for and interpreted (St. Pierre, 
1997). This further results in our perception of data as words, photographs, and other artifacts that 
are “constructions offered by or in the sources” (Lincoln & Guba, 1985, p. 332).  
Following this logic, it seems that data are things that can be transferred or translated into 
words that are visible for us to do analysis, and things that can't do so are not data in essence at all. 
However, this traditional notion of data is problematic and I was struggling in it when doing data 
collection. My struggles lead me to rethink what data is by identifying three problems with this 
traditional perspective of data. 
The first problem is our overemphasis of the importance of ‘visible’ data or words, as St. 
Pierre (1997) claims that “we are very concerned that we have pieces of data, words, to support the 
knowledge we make” (p. 179), which implicates that language is over-empowered because data 
must be translated into words in order for us to do analysis and generate our findings. As such, it 
further leads to an illusion that language matters more than matters do as Barad (2003) suggests: 
Language has been granted too much power. The linguistic turn, the semiotic turn, 
the interpretative turn, the cultural turn: it seems that at every turn lately every 
“thing”- even materiality- is turned into a matter of language or some other form of 
cultural representation. (Barad, 2003, p. 801) 
Barad (2003) continues arguing that “matters of ‘fact’ (so to speak) have been replaced with 
matters of signification” (Barad, 2003, p. 801). That is, we can say that language comes to be more 
trustworthy than data itself (Barad, 2003, p. 801) when doing data analysis. However, the 
overemphasis of language is problematic because language regularly falls apart as suggested that 
“how can language, which regularly falls apart, secure meaning and truth? How can language 
provide the evidentiary warrant for the production of knowledge in a postmodern world?” (St. 
Pierre, 1997, p. 179). 
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The over-empowered status of language further results in the second problem that things 
that cannot be collected or translated into words are excluded from the process of analysis, 
interpretation, and the production of truth/knowledge. Data like emotional data, dream data, sensual 
data, and response data, which are called ‘transgressive data’ by St. Pierre (1997) are always 
ignored and are not thought of as data.  
In some fields of research, except for transgressive data, non-verbal data, such as laughters, 
smiles, tones, hand gestures, facial expressions and so on do not count as data and have been 
ignored due to our heavy dependence on words/language. However, these untranslatable data are as 
significant as verbal data in the formation of the subjectivity of individuals. In terms of the implied 
meanings of people’s behaviour, the body language, such as movement, hand gestures, eye contacts 
with each other etc., used by individuals could indicate their interaction with one another and may 
further imply in which subject position they place themselves and others. That is, both verbal and 
non-verbal data are constituents of the subjectivity of individuals. 
Moreover, the overemphasis on the importance of language not merely results in the 
ignorance of nonverbal data but also prompts the use of the same representation for different items. 
For example, not all smiles or laughters are the same because they may accompany different facial 
expressions/body gestures, which implicates they are done with different intentions and they have 
different meaning. However, the different smiles or laughters are represented by using the same 
word ‘smile’ for all kinds of smiles, or ‘laughter’ for all laughters. I think that the representation 
which relies heavily on words limits our investigation to language/words used rather than what 
really happens as indicated above: how does language come to be more trustworthy than matter 
(Barad, 2003, p. 801)? 
Thirdly, the powerful status of language in research further results in the fixed linear order 
of doing research. Most of you may have experienced doing reading on methodology, data 
collection, data analysis etc. before conducting data collection, and then following every step to set 
up your research. I am like most of you when thinking of how to collect and analyse data. Feeling 
extremely anxious, nervous, and worried before I went to collect data, I did a lot of reading on 
methodology in order to figure out how to collect data and conduct data collection successfully. I 
found that all these reading coincidentally suggested that the ways we conduct research are always 
stable and fixed. We are trained to follow the commonly accepted protocols of doing successful 
research, so we always start our study from designing our research, then employing methods (i.e. 
interviews, observations etc.), followed by coding, categorising, analysing and interpreting the 
collected data.  
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This fixed linear order of doing research implies that there are beginnings and ends, but 
nothing occurs in the middle. Thinking of the linear order with beginnings and ends, it seems no 
interruption is allowed in the process and this makes me wonder who we as researchers are and 
“what happens, however, when this linear order process is interrupted because the researcher enters 
this narrative in the middle?” (St. Pierre, 1997, p. 180).  
The fixed linear and irreversible linear order of doing research separates researchers from 
research and we are thought as complete outsiders to the research who act like a data-collection 
machines responsible for gathering, analysing, and interpreting data without any involvement in it. 
As well, it also implies that we are always placed in a fixed and unchangeable subject position as a 
‘researcher’ without any possibilities of being in other subject positions. In terms of the role of 
researchers in the research, however, I think that it is impossible for us to stand outside our 
research/data, acting like a completely irrelevant outsider to it. Rather, we are part of the 
research/data as Barad (2007) claims that “practices of knowing and being are not isolable; they are 
mutually implicated. We don’t obtain knowledge by standing outside the world – we know because 
we are of the world” (Barad, 2007, p. 185). Putting it differently, we can say that researchers are 
inevitably involved or engaged in research/data and we are also part of the discourse from which we 
collect data. We interact with data and affect data, which prompts something new produced. The 
occurrence of new data indicates the linear order to do research is problematic and that “data are 
partial, incomplete, and always in a process of a re-telling and re-membering” (Jackson & Mazzei, 
2012, p. ix).  
Rethink of data 
The over-empowered language, the ignorance of transgressive data, the fixed linear order of 
doing research and the separation of researchers from research reveal that the traditional perception 
of data is problematic and a limitation of doing research. You may ask, then, what is data? I think 
that it is necessary to trouble the traditional notion of data which means that data is collectable, 
translatable, analysable, and interpretable. I would like to say that everything could be data and data 
could include anything. Things like smiles, feelings, thoughts, ideas and the smell of happiness 
could also be data. As well, disrupting the notion of data not only opens a window to rethinking of 
data but also leads us to think of the possibilities of doing research differently — trouble the order 
of conducting research. Referring back to the question asked by my supervisor, ‘do we need data in 
research?’ I think I would say, ‘No. We don’t need things which are called “data” to do research 
since I think data comes from everywhere, everything could be data, and data could be anything’. I 
think maybe we do not need a crystal clear definition of data, and do not need to set a boundary 
between data and non-data. Thinking of data beyond its traditional definition encourages us to 
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rethink of and do research differently by jumping out of the borders we set by ourselves. So, instead 
of answering what data is, I would like to ask, ‘Do we need a specific term to separate data from 
non-data or ourselves from participants since everything could be data?’ 
Before going for data collection, for me, I think that data is not limited to either spoken or 
written words only; rather, a smile, a thought, a hand gesture etc. could be data. That is, everything 
could be data and data is everywhere around us. As well, researchers are part of data instead of 
being separated from it. How researchers interact with data may affect data and produce something 
new. Hence, in my journey of collecting data, I get myself involved in the process in which I affect 
and am affected simultaneously. In the following sections, you are going to read a lot of my feelings, 
reflections or murmurings which occur in my encounter with data. 
The beginning of the journey 
'Tickets checked. Passport checked. Two cameras checked. My luggage checked. Souvenirs 
checked. Okay. All I need is ready and I am ready to go now.' Doing the final check, I murmured to 
myself happily the night before I went back to Taiwan. I was too excited to fall asleep and couldn't 
wait until the next day. Without having enough sleep, I was awake as soon as the alarm sounded, I 
jumped up from the bed immediately and got myself ready to head to the Brisbane airport. 
Grabbing all my gear, I was on my way back to my hometown for data collection. After my plane 
took off, as the things outside the window were getting smaller and smaller until I could barely see 
them, I said goodbye to Australia and told myself that my journey to the next challenge was about 
to begin. 
The beginning of my journey: Tainan, Taiwan 
After nearly 14 hours flying and 2 hours on the train, finally, I arrived in Tainan and was 
greeted warmly by my lovely family and my arrogant cat. After a two-day short break, I was ready 
to start conducting my ‘data collection’ which was composed of classroom observations and 
interviews. In the following sections, I take you into the details, the struggles encountered, and the 
negotiations that occurred in doing classroom observations and interviews. Here I would announce 
that the complicated, entangled but meaningful journey to the ‘truth’ began … 
Getting access  
It was 2 pm now and I was leaving my place to go to the buxiban. Stepping outside the 
house, I saw the sun was shining in the sky and it seemed to smile at me warmly. I could totally feel 
its ‘warm’ welcome since it was 37 degrees today and it was very humid as well. The hot and 
humid weather was the typical summer weather in Taiwan. Feeling uncomfortable due to the heat 
and humidity, I thought I was about to have a heat stroke and felt a bit dizzy. I shook my head from 
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left to right a bit to wake myself up from the heat and clear my mind at the same time. Then, I 
jumped on my pink scooter with all my stuff, sweating heavily and feeling overheated all the way to 
the school where I had been an NNS English teacher for around two years. Feeling very anxious 
and nervous, I brought all the documents, such as the information sheet and consent form, with me 
to the school to try to get permission from the school manager to access the school, and from the 
teachers and students to enter their classrooms.  
After nearly half-an-hour ride, I was in front of the door of the buxiban. Instead of opening 
the door immediately, I stood there for a while, grabbing all the information sheets and consent 
forms with me tightly. To be honest, I was a bit scared to open the door, so I hesitated to do so and 
kept standing there. ‘Why am I so nervous and anxious?’ I asked myself. ‘It’s going to be okay and 
people there are nice. Why am I still worried so much?’ I continued. This red normal-sized door, for 
me, separated one space from the other and was a connector between them: the one I was in now 
and the other I was not in; the one I was part of and the other I was seen as an outsider; the one I 
knew well and the other I knew nothing about. Put differently, I was scared of the unknown world 
behind the red door.  
Looking at the red normal-sized door in front of me, suddenly I felt that it was becoming 
bigger and bigger and it was too heavy for me to push it open. I felt that I was like a dwarf who was 
facing a giant who was the gatekeeper to the other world. In order to get the access to it, I thought 
some transformation of me was being undertaken in the process of opening the door and entering 
the space. I would say that this red door was like the threshold (Coleman & Ringrose, 2013) 
through which becomings occur either consciously or unconsciously and in which things are made 
sense of. Bearing this in mind, I was thinking, ‘Will I still be the same as I am now when/after I 
pass through this red door?’. As I kept thinking about it and walked back and forth in front of the 
red door, I moved myself a bit closer to it and inhaled as much fresh air as I could. Reaching out my 
hand to the red door, I, with a little hesitation, pushed it open. 
I stepped into the buxiban wearing a big smile on my face. ‘Hello, good afternoon, everyone. 
How are you today?’ I greeted people in the reception and areas close to it. ‘Good afternoon. 
Welcome’, the school manager replied to me while others smiled but kept silent. Since this buxiban 
was a private school run by the school manager independently, getting the permission from her was 
the first thing to do before talking to teachers and students. After nearly half-an-hour explanation, 
luckily, she was very willing to help. When talking to her, I noticed that both she and I were 
nervous and anxious. ‘Why are both of us nervous and anxious?’ When I recalled all the memories 
of doing data collection, I realised my anxiety resulted from the subject position I put myself in. I 
felt that I positioned myself as a ‘PhD student’ who desired to get something from the school. It 
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seemed like I was unable to do anything without their help or participation in my study. Compared 
to my ‘powerless’ position, they were viewed to be in a much more powerful position than me from 
my perspective, which led to the unequal power relations between us. When meeting the school 
manager, I placed myself in a subject position as a PhD student who sought her help to finish my 
data collection, whereas I positioned her in a subject position in which she had power to authorise 
access to her school. However, from her perspective, it was a completely different story. I noticed 
that she thought she was less powerful than me since she gave me a lot of compliments about my 
current status, ‘a research PhD student in Australia’. I felt that I was placed in a superior position 
because of my title. The positions we put each other in were inconsistent and they caused the 
unequal power relations between us: one was more powerful than the other. 
She continued telling me that she was sure that all the teachers and students could 
participate in my study. That is, as long as I was authorised to enter the buxiban, I automatically 
gained the access to all the classrooms I wanted to conduct my research in without asking teachers’ 
and students’ permission. It seemed to imply that the school manager was the one who controlled 
and dominated everyone and everything in the buxiban. They needed to follow her order without 
any resistance, which was shown when I had meetings with teachers and students respectively to 
ask for their permission to enter their classroom. In the meeting with teachers, I noticed that three 
Taiwanese NNS teachers and one American NS English teacher were a bit ‘scared’ of me when I 
was approaching them to explain the details of my study. No matter what I said, they all replied ‘no 
problem. The school manager already told us to help' and they did not even have a look at the 
information sheet and consent form before signing their names on it. The same happened when I 
met the students. They were ‘told’ by their teachers to agree to participate in my study and signed 
on the form without any hesitation and question. In other words, they were controlled or dominated 
by the school manager and they were forced to agree to take part in my study without any resistance. 
From their 'good' cooperation without any resistance and hesitation, I saw not only the existence of 
the unequal power relations but also the carelessness of ethical issues.  
A power hierarchy 
With great luck, all the teachers and students agreed to participate in my research without 
any further questions. However, the shared reason for their participation was they were told to do so. 
The school manager told the teachers to help me collect data and they were asked to tell their 
students to do so too. That is, a power hierarchy existed among the school manager, me, teachers, 
and students in the buxiban, and both teachers and students were told to help in the study regardless 
of their willingness. The school manager was the most powerful subject, followed by me with the 
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authority from the school manager, then teachers who were told to 'cooperate' with me, and the less 
powerful students who were told to do whatever teachers said.  
This power hierarchy implicated that power was possessed by certain people, power was 
fixed, power was top-down dominating and power was repressive. Moreover, it indicated that 
power was exercised upon individuals who owned no freedom to show any resistance so the 
subjectivity was stable and permanent. Moreover, I was the one who benefitted from this power 
hierarchy since I was produced as a powerful subject who was authorised by the school manager to 
have access to all the classrooms in the buxiban. It seemed that I was in a controlling and 
dominating position and teachers and students were dominated and controlled by me. 'Is this always 
the same? Am I always more powerful than teachers or students?  
When I started observing classes and doing interviews, I felt my superior position was just 
an illusion and it scattered into pieces easily due to their resistances. Both teachers' and students' 
resistances were seen in their performance in the classroom observations and interviews. For 
example, when conducting classroom observations, Bonnie always stood in the area where she was 
out of the camera, which avoided her being videorecorded though she agreed to be. In the case of 
students, one student answered all the questions with 'no' or 'yes' and he was not willing to sit in the 
same direction as his classmates did in the focus group discussion. Their verbal and non-verbal 
actions revealed their resistance to me as a powerful subject and made power on the move to 
produce me as a less powerful subject compared to them. Not only I but also teachers and students 
were shifting the subject positions we were placed in and we were never settled permanently owing 
to the dynamic power relations. 
Does a power hierarchy exist? I would like to argue that a power hierarchy like this does not 
exist, but is just an illusion, which seduces us to believe that power is a possession, fixed, repressive, 
and top-down dominating. Through individuals’ resistances, we can 'see' power circulating and 
moving instead of being fixed or belonging to someone. Since power is always flowing, how could 
it be stabilised in a hierarchical structure? Hence, I think we should break the illusion that power is 
possessed and fixed and think of power relations beyond the assumed hierarchical structure rather 
than get stuck in the trap created by it. 
Do ethical issues matter in Taiwan? 
Prior to doing data collection, I was asked to submit an application concerning ethical issues 
to the Ethics Committee of the School of Education. I needed to elaborate every detail of my plan 
for data collection and follow all the rules set by the Australian government. However, when I was 
in Taiwan, I found people there were not aware of the ethical issues at all. For example, after 
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explaining my research to the school manager, the teachers, and the students, I provided each of 
them with one information sheet and one consent form in Chinese to sign if they agreed to 
participate in this study. I found that everyone just asked me where they should sign and they just 
signed on it without reading any part of the content.  
This made me recall some experiences asking students to do a questionnaire when I was a 
university lecturer. Maybe once per semester, the university would do some survey about students’ 
opinions or satisfaction about the classes they take. Without beforehand notice, someone was sent 
to conduct the questionnaire, telling nothing about the purpose of it, participants’ rights etc. They 
didn’t even ask my permission to enter my classroom to do the survey. In other words, they just 
came and said to me that they were here on behalf of the university to collect data from the students. 
It meant that I, as a teacher, couldn’t refuse it and simultaneously students couldn’t either. 
Compared to the person sent by the university, not only I but also my students seemed to be 
powerless to reject their request.  
However, to be honest, both the teachers and students are not as powerless as they think. 
Some of the students may exercise their power through handing an empty questionnaire back or not 
taking it seriously. Teachers may rush the students to finish the questionnaire as soon as possible, 
which implies that teachers intend to tell their students, ‘Don’t take it seriously’. Here some 
resistances from both teachers and students are seen, which further indicates that power relations 
are exercised and move back and forth instead of being fixed.  
Since people in this study seemed not to pay much attention to the ethical issues, I would 
like to argue this was why people always felt a bit scared of the researchers who were always 
thought of ‘owning’ more power than them. From my point of view, the different understandings 
about ethical issues led to the unbalanced and unequal relations of power between people in this 
study and researchers, which further affected how teachers, students or researchers interacted with 
each other, how they perceived each other and how they positioned each other.  
Though the school manager, teachers, and students didn’t pay much attention to the ethical 
issues, I still set up meetings with them respectively, explained every single detail to them and 
encouraged them to ask me any question they had. As well, I elaborated their rights to them and the 
further possible use of their data, such as publications, presentations and so on. Luckily, it did not 
take me too long to get access to the school and classrooms and it further brought me to the next 
step — classroom observation. 
Labeling the people in this study? 
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Before I started telling you the details of how I did data collection, I would like to introduce 
the terms I used hereafter. I think I would not like to call the people participating in this study 
‘participants’ or ‘subjects’ since I think ‘labeling’ is a kind of controlling or dominating, which 
seems to put me in a much more powerful position than them and unbalanced power relations are 
also created. Labeling people is like the ‘dividing practices’ from Foucault which tends to “separate 
subjects inside themselves or from others (the mad from the sane, the sick from the healthy, the 
criminals from the good) and, in doing so, objectivize them” (Foucault, 1982, p. 208). Hence, if I 
label the people in this study as ‘participants’ or ‘subjects’, it means that I position myself as a 
complete outsider who tends to dominate or govern them. However, people can’t stand outside of 
power relations as Foucault claims that power is “always already there”, and we are never “outside 
it” (Foucault 1980a, p. 141). Hence, when doing classroom observations and interviews, I thought I 
was also part of the discourse in which the power relations were exercised since nobody is never 
outside power relations (Foucault 1980a, p. 141). In other words, teachers, students, and I all 
contributed to the discourse in which we were located. Therefore, based on this, in terms of the 
people taking part in the research, I did not label them as ‘participants’ or ‘subjects’. Rather, I 
would like to use terms, such as ‘teachers’ and ‘students’, when referring to them and use ‘I’ for me 
in order to avoid reinforcing the inequality and unbalanced power relations created by means of 
labeling.  
Who was involved in this study? 
This buxiban offers three-level English classes (beginning, intermediate and advanced) and 
the students chosen to participate in this research belonged to the beginning and intermediate levels. 
The main reason for choosing students in these two levels was based on the design of the 
curriculum. The core of course design for the advanced level primarily focuses on developing 
learners’ skills to pass some English language tests, such as TOEIC (The Test of English for 
International Communication), GEPT (The General English Proficiency Test) and so on. Almost no 
games are used in this level and the student-teacher interaction is rare.  
However, unlike the course design for advanced level, the aim of the course design for the 
intermediate level is not test-driven, but emphasises developing learners’ language skills (speaking, 
listening, reading and writing) simultaneously. Also, at the intermediate level, students are 
encouraged to work together as a team. Apparently, there is supposed to be more interaction among 
students. As well, for the elementary level, students’ English proficiency is just at the beginner level 
and most of them are younger learners aged from 7 to 10 years old, so teachers tend to use a lot of 
games to motivate them to participate in the classroom activities. Therefore, I thought that choosing 
the students at the beginning or intermediate level would lead to more diverse interactions between 
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students and teachers, which would contribute to the focus of my study to explore what the 
subjectivity of teachers is constituted through the student-teacher interactions. 
As a result, the main target group in this study was students whose English proficiency was 
at the beginning or intermediate level. The size of the class in this buxiban was about 10 to 15 
students. The average of the students was between 8 to 12 years old. Some of them were older than 
12 since the students were classified into different levels based on their language proficiency, not 
their age.  
Except for students, four teachers were involved in this study, including three Taiwanese 
teachers and one teacher from America. Among the three NNS English teachers, one was male 
while the other two were female. These three NNS English teachers all had relevant qualifications 
and at least three years of English language teaching experience. Compared to these three NNS 
English teachers, the NS English teacher who was new to this buxiban when I conducted data 
collection did not have a relevant degree and almost had no experience in teaching English. In short, 
three NNS teachers were experienced and qualified whereas the NS teacher lacked qualifications 
and practical experiences. 
‘Who else is in the classroom or in the setting?’ Apparently, I was also in the classroom 
when undertaking classroom observations and interviews. Initially, I did not notice that I was 
engaged in the classroom or the process of collecting data since I always thought I was ‘invisible’ to 
students and teachers, there to observe them or to listen to and record what they said. However, one 
day after I finished the classroom observation, I sat in the classroom, checking if the videorecording 
was done properly. I saw myself in the recording and I was not there to act like a cold machine 
without any reaction, to observe, record, or listen to everyone or everything. Rather, I was involved 
in it deeply since I laughed when the teacher told a joke or I almost raised my hand to join their 
activity etc. The very moment when I saw myself in the recording I made a result in my thinking of 
who I was in the classroom and in the process of collecting data. ‘Am I just an observer, outsider, or 
part of the classroom?’ Thinking of this question with Barad (2007), I thought that I was not present 
there to interpret the experiences of teachers and students; rather, I installed myself into the 
classroom in a blurring of what happens and how I made sense of what happens (Jackson & Mazzei, 
2012) as Barad (2007) advises “we don’t obtain knowledge by standing outside the world- we know 
because we are of the world” (p. 185). 
Hence, except for the ‘visible’ and ‘predicable’ participants — students and teachers — the 
‘ignored’ and ‘invisible’ I as a researcher was involved and engaged in it deeply, too. As an 
‘invisible’ participant, I inserted, installed, or immersed myself into the classroom during the 
process of data collection and I affected and was affected at the same time (Jackson & Mazzei, 
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2012). Instead of separating myself from teachers and students, in the following sections I lead you 
to the classroom observations followed by interviews to see how data were collected through an 
examination of who I was (who I was made as). Next let’s start from classroom observations. 
Classroom observation 
Classroom observation is one of the methods I adopted in this study to collect the research 
data. This section addresses the reasons for using classroom observation, the process of conducting 
classroom observation, the transformation of my subjectivity and the power relations during the 
classroom observation. 
Why classroom observation? 
Picking up appropriate methods to collect research data is never an easy task for researchers. 
When thinking of which research method I would adopt in this study, I find that my research focus 
plays a determinate role in the decision-making process as indicated in the conversation with my 
previous supervisor below: 
‘Why classroom observations?’ asked my supervisor and she continued by saying 
‘And how are you going to do it? Just observe the class or video record it? And 
why?'. I replied calmly by saying, ‘I think the main reason I would like to do 
classroom observations is because the focus of my research is the student-teacher 
interactions. So I need to ‘see’ how they interact with each other and videorecording 
is needed for further analysis.’ ‘Well, it sounds good.’ She smiled at me, nodded her 
head and seemed to be convinced by my explanation. Though she did not continue to 
ask me any details about doing classroom observations, a series of ‘why’ questions 
from her made me to think more and deeply of why I did classroom observations and 
what I expected to observe in the classroom. (Taken from my research journal.) 
From the data above, my research focus was the main reason driving me to adopt classroom 
observation to collect data. As mentioned earlier, I am interested in what teachers and students are 
made as through the student-teacher interactions in the classroom. Obviously, ‘interaction’ is the 
significant part of the study and is what I wanted to put my focus on. Interaction is not limited to 
verbal actions only; rather, non-verbal actions, such as eye contacts, body gestures, body postures 
etc. are also part of people’s everyday practices of interactions (McCarthey & Moje, 2002). In short, 
when exploring how interactions affect the formation of teachers’ or students’ subjectivity, it is 
inevitable to take both verbal and non-verbal actions into consideration. I think that classroom 
observation was able to allow me to explore both verbal and non-verbal actions occurring in the 
classroom. 
 108 
Moreover, as discussed in the shadow education and the NS-NNS dichotomy chapter, the 
analysis of previous research is limited to exploring data collection from questionnaires or 
interviews and very little has been conducted to investigate what happens in the classroom. In order 
to look into what really happens in the classroom, I think that observing classes serves as a better 
approach to achieve the needs and provides us an in-depth understanding of how teachers and 
students interact with each other in the classroom. 
Thus, bearing my research focus in mind, I think doing classroom observations was a way 
for me to get myself involved in the classroom to interact with the class and simultaneously see 
what really happened there. Moreover, it is commonly acknowledged that it was impossible for me 
to remember or take notes of every detail that occurred in the classroom especially when doing 
classroom observation. Hence, both verbal and non-verbal actions were videorecorded to allow me 
to return back to them again and again to check very subtle details with the help of my two cameras. 
Accordingly, all the classroom observations were videorecorded with the consent of teachers and 
students. 
Two stages of classroom observations 
In the same time slot, three or four classes were being conducted by different teachers. It 
was not possible for me to join all of the classes offered simultaneously, so two stages were 
involved in doing classroom observations. In the first stage, I did the general observations about the 
teaching and learning in this school and simultaneously selected appropriate classes to do further 
classroom observations. The criteria for selecting the classes were based on the use of classroom 
space, the types of interaction that occurred, language registers and non-verbal actions.  
Following the first stage, three teachers’ classes were selected to do further observation for 
two weeks, so I ended up with twelve classes, two classes per week per teacher. According to the 
curricula design in this buxiban, classes all ran similarly. Teachers started their classes with a brief 
review of the last class, a quiz of vocabulary or grammar, warm-up activities, the introduction of the 
day’s topic, games to help learning, a short review of the day’s topic and ended up with homework 
assigned by teachers. Because all the classes ran in the same pattern, I thought two weeks of 
observation should be enough.  
What was I made as in the classroom observation? 
After collecting all the consent forms from the school manager, teachers and students, I was 
officially authorised to start collecting data for my research. I was as free as a bird to move around 
the buxiban to ‘watch’, ‘observe’ or ‘talk to’ them as long as I did not disturb their teaching and 
learning. Entering the classroom and setting up my two cameras, I pulled a chair-desk and moved it 
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to one of the two corners in the back of the classroom, sitting there and wondering what I was going 
to see. Locating myself in the back corner of the classroom put me in a position where I would not 
catch students’ attention to distract them as I was a bit ‘invisible’. To certain degrees, I felt that the 
location of me placed me as an invisible supervisor in the structure of “Panopticon” (Faubion, 2002) 
who can see everyone but nobody can see him/her. Putting it differently, initially, I thought I was 
going to act like an invisible observer who was with “surveilling” gaze (Yakura, 2004) to watch 
teachers and students and had no interactions with anyone there; that is, I was a complete outsider, 
but powerful with “surveilling” gaze (Yakura, 2004). 
However, as soon as I started the first classroom observation of my life, I realised that it was 
a totally different story although I thought I was an invisible and ignored observer. Obviously, both 
teachers and students noticed that I was there when they were entering the classroom as shown 
below: 
I was sitting in the left back corner of the classroom, waiting for students and 
teachers to come. Sitting there with my back straight, I opened my notebook, held my 
pen in my hand tightly, and felt a bit restless. Facing the door, I could see who 
entered the classroom without any obstacle. After five minutes passed, the teacher 
led students into the classroom and then students moved themselves to their seat 
automatically without any order from the teacher. While they were entering the 
classroom, I did not expect they would notice, pay attention to or have any 
interaction with me. However, almost every student was a bit shocked at or curious 
about my presence. Some of them asked each other ‘who is she?’ Some pretended 
they did not see me, but they couldn’t help turning around to peek at me. Some were 
very friendly to wave at me to say hello. Though the teacher did not introduce me to 
the students and did not talk to me, she had eye contact with me, nodded to me, and 
smiled at me. I was not invisible or ignored; rather, without any doubt, I was seen 
and greeted in certain ways by them. (Taken from the field note.)  
Even though I restrained myself in the back corner of the classroom to alienate myself from 
them, I was involved in the classroom and interacted with the class when the class was proceeding: 
When the teacher was asking students questions, I almost couldn’t help providing 
the answers to them. Every time when I was nearly about to raise my hand, I had to 
remind myself of not doing so in my mind. Sometimes when no student knew the 
correct answer to the teacher’s question, the way the teacher looked at me was like 
that she wanted me to be the volunteer to say something to break the silence. As well, 
sometimes students turned their head to me to seek assistance from me. Moreover, 
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watching the teaching, learning and student-teacher interactions brought me back to 
the times when I was a teacher. The memories were replaying vividly in my mind. 
(Taken from my reflection.) 
Without any verbal interactions with students and teachers in the classroom, I interacted 
with them via non-verbal actions, such as nodding my head, having eye contact, having emotional 
responses, and so on and got involved and engaged in them. Because of these interactions, neither a 
‘cold machine’ nor a complete outsider did I think I was in the classroom anymore. Instead, I 
started feeling that I was also involved in this study, not simply an invisible and ignored observer 
with powerful “surveilling” gaze (Yakura, 2004). Reading these non-verbal interactions between 
me and them with Barad, I saw that I was produced as a subject who was part of the classroom and 
was involved in it deeply rather than a complete outsider or observer. 
What were the power relations in the classroom observation? 
As indicated above, obviously, I was engaged in the class deeply and closely though no 
verbal interaction occurred between me and teachers or students. Reading the non-verbal actions 
with them with Barad’s theory, I was produced as an observer who was involved in the class in 
certain ways. Further, the surveilling gaze of me and two cameras produced me as a powerful 
subject who was present there acting like cameras to watch and record what was happening in the 
classroom. The surveilling gaze created the unequal and asymmetrical power relations between me, 
teachers and students as well as subject positions, such as the researcher/researched, 
observer/observed etc., in other words, I would say that the surveilling gaze produced me as a more 
powerful observer who seemed to possess power to watch what everyone was doing and record 
what happened there. Relatively, students and teachers were produced as less powerful observees 
who were supervised and restrained under the domination of the observer.  
Subjectivity never reaches stability, but is always in an ongoing process of being formed, 
shaped and reconstituted as mentioned in the theoretical chapter. Even though I was produced as a 
more powerful observer than students and teachers, power circulates in the classroom and was 
exercised upon the bodies, which were as a vehicle to keep power on the move (Foucault, 1990) and 
simultaneously multiple subject positions were produced. The flow of power relation is revealed in 
the form of resistances. For example, some students tried to avoid being videorecorded by erecting 
their books to cover their faces and so did the teacher (Bonnie) who wore a mask in her class and 
tended to stay in the area where cameras cannot reach. I saw their avoidance of being videorecorded 
as their resistance to the surveilling gaze of the cameras as well as their resistance to the power 
exercised upon their bodies. Moreover, their resistance indicated the existence of their freedom and 
produced them as a subject who was not powerless and was not totally controlled or dominated. As 
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Foucault claims that subjectivity is relational (Foucault, 2002b), compared to them, their resistances 
further placed me in a subject position in which I was not an absolutely powerful observer. 
Moreover, due to my participation in the classroom activities mentioned above, I saw my refusal of 
being an observer who separated himself/herself from the class; rather, I was involved and engaged 
in the class as part of them. Hence, through the resistances of students, teachers, and myself, I saw 
that power was moving around and was made visible through the occurrence of resistance. 
During the classroom observations, we can see that I was deeply involved and immersed in 
the class and the subjectivity was produced and shifted as power relations circulated in the 
classroom. This was also shown in the process of conducting interviews that were carried out after 
all the classroom observations. 
Interview 
In addition to classroom observation, in this thesis, interview is the other method I adopted 
to collect research data. This section deals with the reasons for using interviews, the interview with 
teachers and students, the formation of my subjectivity and the power relations in the interview 
process. 
Why interview? 
In addition to what I saw in the classroom, I was also interested in and curious about what 
teachers and students thought who/what they were or which subject positions they placed 
themselves and others in when they interacted with each other in the classroom. I thought that one 
of the ways to acknowledge what teachers and students thought of their subject positions was to let 
them express what they felt, thought etc.; that is, to provide or create an occasion for them to speak. 
Leading students and teachers to voice their own opinions, thoughts, feelings and so on was one of 
the traits of interviews as interviews are widely adopted by researchers to do in-depth investigation 
of certain selected topics. Moreover, qualitative interviews are always viewed to create a special 
kind of speech event during which the researcher asks open-ended questions, encourages informants 
to explain their unique perspectives on the issues at hand, and listens intently for special language 
and other clues that may indicate how informants understand their worlds (Mishler, 1986; Seidman, 
1998; Spradley, 1979).  
In order to elicit their thoughts of their subject positions from teachers and students 
respectively, interviews seemed to meet my needs because an event was created for them to express 
themselves. Thinking of interviews, some questions arose in my mind as indicated by my 
murmuring stated below: 
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Interviews satisfy my needs perfectly because I would like to provide a chance for 
teachers and students to express what they think who they are. Undoubtedly, they 
can do so in an interview. However, thinking of how interviews are conducted, I 
couldn’t stop thinking of questions like ‘Do teachers and students accurately tell me 
what is in their mind when I interview them?’ ‘ Does what they say to me really 
reveal what is in their mind?’ ‘To certain degrees, do I control them and constrain 
their freedom to speak because I am viewed to be ‘powerful’ and own the power to 
ask them questions and ‘if my existence affects their responses or 
willingness/freedom to speak freely?’ (Taken from my reflection.) 
These questions bothering me so much highlighted that the definition of interviews stated 
above implied the unequal and unbalanced power relations between researchers and participants 
since researchers decide almost all the details of the interviews, including what kinds of questions 
participants will be asked, the ways the interview will be conducted etc. (van den Hoonaard, 2012). 
This issue was addressed by a discussion of who I was made as and the power relations in the 
interview after an introduction of how interviews with teachers and students were conducted in the 
following sections. 
Interviews with teachers 
With regard to teachers, I decided to do an individual in-depth interview with four teachers, 
three Taiwanese NNS (Jack, Bonnie and Anita) and one American NS English teacher (James), 
since an in-depth interview allows people to explain their experiences, attitudes, feelings, and 
definitions of the situation in their own terms and in ways that are meaningful to them (van den 
Hoonaard, 2012). All the interviews with teachers were carried out in the classroom after the 
classroom observation was done. I grabbed two chair-desks and arranged them to face each other, 
so we could see and hear each other clearly when sitting down. The distance between us was about 
less than one meter and the audio recorder was placed on the desk between us so that both of us 
could be recorded clearly. Before pressing the record bottom, I announced their rights when being 
interviewed and let them know it was okay to let me know if they would like to suspend the 
interview.  
I was successful in conducting individual interviews with Jack, Bonnie and Anita, but 
unfortunately I needed to point out the interview with James had not been completed. James taught 
in two buxibans, so he worked from Monday to Friday. His schedule was very tight and he was not 
willing to be interviewed on weekends. Because of his busy schedule, a face-to-face interview with 
him seemed to be an impossible mission. He asked me to email him my questions and he would 
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email his answers back to me. In other words, he would like to have an email interview as an 
alternative due to the constraint of his busy schedule. When finishing the data collection in Taiwan 
and coming back to Australia, I emailed him my questions several times. He did reply to my email, 
despite his willingness to help and asking me to email him the questions. Unfortunately, at the time 
of writing this thesis, I hadn’t heard from him yet. 
Up until the time of writing this thesis, I still couldn’t collect the interview data from James, 
but I thought it wouldn’t affect my data analysis too much. Two reasons were stated as below. First 
of all, the main emphasis of this study is to explore the subjectivity of teachers through the student-
teacher interactions and I already collected related data from his classes. I thought the data from the 
classroom observations could provide me enough information to examine how he positioned 
himself as an English teacher in his classroom. Secondly, in the interview with three Taiwanese 
teachers, they talked about their relationship with James by expressing their opinions or comments 
towards his teaching. As Foucault suggests that subjectivity is relational, I think I could examine the 
subjectivity of James through analysis of the relationship between him and his three colleagues and 
their attitudes to him. Hence, though at the end of data collection I couldn’t interview James, I 
thought it would not affect the data analysis too much because I believed that the interview data 
from his three NNS colleagues could provide me enough clues to explore the formation of his 
subjectivity.  
Interviews with students 
Different from an in-depth individual interview with teachers respectively, a focus group 
interview was conducted with the students to explore the classroom interaction from the students’ 
point of view. According to Kamberelis and Dimitriadis (2011, p. 546), focus groups serve “to 
generate rich, complex, nuanced, and even contradictory accounts of how people ascribe meaning 
to and interpret their lived experience”. Moreover, since the students were aged between seven to 
twelve, I thought they would be more comfortable and willing to speak in a small group rather than 
to be interviewed individually. Hence, giving up adopting individual interviews with them, I 
decided to let them get involved in a small group to have some discussion on their interactions with 
teachers and classmates in the classroom. 
As for the criterion of picking up students to join the focus group discussion, all the students 
were welcomed and invited since all of them were part of the network of student-teacher 
interactions. Furthermore, due to the fee-charging trait of the buxiban, some parents were very 
concerned about what their children gained from the courses they paid for. That is, the buxiban had 
to inform students’ parents of any activities related or irrelevant to teaching and learning held in the 
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school or during the class. Thus, the school manager suggested that I should give parents notice to 
let them know their children would be involved in this study. Due to this, the administrative staff 
did another consent sheet for parents to sign if they agreed for their children to join the focus group 
interview. All the parents agreed to let their children get involved in this study and I included all the 
students in the focus group discussion.  
I did two focus group interviews with students from Jack’s and Bonnie’s classes. In each 
interview, there were around nine students, so there were 18 students involved. Since the students in 
this study all had a very busy schedule after school, the interview was conducted before their class 
started or when the class was in progress (the teacher was very kind to arrange some time during the 
class for me to carry out this interview). When focusing on group discussion, students pulled their 
chair-desks to make a circle in the classroom and I stood outside the circle with the audio recording 
equipment in order not to block their sight to see each other. I initiated the conversations by asking 
them how they felt about their teachers, the ways they interacted with teachers and classmates, what 
they thought of their teachers etc. and let them have discussions on them. Each focus group 
interview was about 15 to 20 minutes and they were audio recorded. 
Because of the extremely tight daily schedule of students, the students of one class were not 
able to gather together to do a focus group discussion. Students left their school at 3:50 pm and their 
class in buxiban started at 4:30 pm. Most of them arrived at the buxiban just right at 4:30 pm. Then, 
most of them had to leave the buxiban immediately after the class was done since they had another 
class, such as music class, math class etc. Unfortunately, the teacher didn’t have any extra time to 
let me do it when the class was in progress. So, though the parents of the students agreed for their 
children to be involved in this study, it turned out to be impossible to do it due to their busy 
schedule.  
After several discussions with the school manager and the teacher, we came up with an 
alternative that was to do some talking with the students when they were available. I wandered in 
the school before and after their class to wait and see if any one of them were available to talk to me. 
With some luck, I ‘caught’ five students who were willing to talk to me and share their experiences 
in the classroom. Though I missed one focus group discussion with students from Anita’s class, I 
still arranged some informal conversations with them. As I argued earlier, everything could be data 
and data is everywhere, so I believed the informal talkings with students would also lead me to an 
acknowledgement of what students thought of themselves, their teachers, the interactions etc. 
though they were not collected in a ‘formal’ setting. 
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What was I made as in the interview? 
Before I started my first interview, I thought that doing interviews was easy since I was 
there to toss my pre-determined questions to teachers and students, listen to them carefully and 
record their answers. It sounded that I acted like a cold machine that was going to ask questions 
without any interaction, involvement or engagement with them. In other words, initially, I placed 
myself in a subject position in which I separated myself from them and I viewed myself as a 
controlling or dominating interviewer who decided the every single detail of interviewing 
(Scheurich, 1995). Putting it simply, I thought I stood outside of the interview and acted like a 
dominating and powerful interviewer who was there to ask students and teachers questions and 
record their responses. As well, the communication between us was unidirectional rather than 
bidirectional.  
However, “interviewing is by definition a two-way exchange in which questions are asked 
and answered, experiences shared, attitudes outlined and perspectives on particular topics set out 
and explained” (Keightley, Pickering, & Allett 2012, p. 508). This definition of interviewing 
indicates that the communication occurring in the process of conducting interviews is bidirectional 
and researchers or interviewers are involved in it rather than stand outside of it. As soon as I started 
my first interview with teachers, I found that it was not possible for me to stand outside of the 
interview to listen to them without any communication and I was not more powerful than them due 
to their resistances. For example, during the interview, they avoided answering my questions 
straight by redirecting to another topic when they did not want to do so. Or they also initiated some 
topics or questions to ask me my opinions, which indicated not only my involvement in the 
interview but also their resistance to being dominated or controlled by me. The interactions between 
me and them as well as their resistances showed that interviewing is not a one-way communication 
or fixed Q&A pattern; rather, it is a two-way communication and interaction between the 
interviewer and the interviewees. 
The interactions between me and teachers or students during the interviewing process made 
me not a complete outsider who was only there to ask questions, listen or take notes. Reading these 
interactions with Barad’s approach, I saw that I was produced as a subject who was involved in it 
positively and actively rather than a controlling outsider. Compared to me, both teachers and 
students were produced as a subject who was not dominated, but was a free individual. Moreover, 
neither I nor they were placed in a stable subject position permanently as Foucault (2002b) claims 
that subjectivity is not stable; rather, we are in an ongoing process of becoming as the power 
relations exercise or are exercised upon our bodies (Foucault, 2002b). Below I would like to lead 
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you to the discussion on the power relations in the process of conducting interviews with teachers 
and students and examine the shifting of the subjectivity. 
What were the power relations in the interview? 
As indicated earlier, the definition of interviewing implies the unequal and unbalanced 
power relations between the interviewer and interviewees. Interviewing positioned me in a more 
powerful and dominating subject position than teachers and students since I was the person who 
selected them to join the interview of which all the details were decided by me. In the discourse of 
interviewing, I would say that I was discursively placed in the position of a powerful interviewer 
and simultaneously teachers and students were placed in a relatively less powerful position in which 
they were dominated and asked to answer my questions. I was very impressed at the powerful 
subject position I was placed in as shown in the questions they asked me at the end of the interview: 
Okay we are almost done here. Do you have anything you would like to share with 
me or you would like to raise? I asked. ‘No. I don’t have any questions. Thank you.’ 
the teacher replied. Then, I pressed the button to stop audio recording and at the 
same time the teacher spoke to me ‘I have been very nervous before I come to the 
interview. I am not so sure if I could answer your questions correctly or if my 
answers could help your research. I do want to help, but I don’t know how to do it.’ 
(Taken from the field note.) 
These questions indicated that I was viewed as more powerful than them since I owned the 
authority to decide if their answers were correct, wrong or helpful. As well, the power relations 
seemed to be top-down and repressive rather than circulating and productive, which also assumed 
that the subjectivity of individuals was stable and fixed. However, not only teachers but also 
students were not always under my control and possessed no freedom to show any resistance to me. 
For example, they avoided my questions or changed the topic to redirect the conversation to the 
other direction they preferred when they did not feel like answering them. When I asked one teacher 
about her interactions with the NS teacher, she shifted the topic by asking me if I thought the NS 
teacher spoke English too fast instead of answering my question directly. Or they just said ‘I don’t 
know’ to the questions they were not willing to answer. Their resistances produced them as a 
subject who was not a passive subject and was not always under control in the interview; rather, 
they were ‘active resistors of such dominance’ (Scheurich, 1995, p. 248) (who refused to answer 
my questions), dominator (who redirected the conversation to another direction) and so on. 
Compared to them, I was produced as a subject who was not more powerful and dominating. 
Further, their resistances made the circulation of power relations visible and multiple subject 
positions were produced simultaneously.  
 117 
As power kept flowing, the teachers, students and I were in a process of becoming someone 
else rather than settled in the same subject position permanently during the interview. Through an 
examination of the shifting subjectivity of me I, as a researcher,was produced as a subject who had 
deep connection with, involvement in and engagement in both the interviews and classroom 
observations instead of separating myself from them as I argued earlier that I was not going to 
interpret other people’s experiences; rather, I installed myself in it to see how I affected and was 
affected (Jackson & Mazzei, 2012). 
The end of data collection 
Time really flies so fast. Today is the last day I do data collection in this buxiban. 
Before my last interview with students, I still sit in the back corner of the classroom 
to join their class. Looking around the buxiban and the classroom where I did 
classroom observations and interviews, it brought back a lot of memory of the last 
three weeks … (Taken from the field note.)  
After nearly three weeks of data collection, I ended up with 16 hours of videorecordings for 
classroom observations, 1.5 hour audio recordings of interviews with teachers and 1.5 hour audio 
recordings of interviews with students. On the last day of my visit, I gave all the teachers and 
students participating in this study my wholehearted gratitude for all their help. With their sincere 
blessings, I said goodbye to them and then turned to open the door of the buxiban to leave. Again, 
standing in front of the red door I hesitated to open it since it was going to lead me into another 
unknown world or the beginning of another journey. Wondering what I was going to be made as, I 
opened the door and passed it, and with some worries in my mind, I stepped out of the buxiban and 
headed to the beginning of the next chapter of my journey: back to Australia and how data is 
processed. This is what I will explore next.  
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CHAPTER 7: How is data processed? 
After the five-week stay in Taiwan, I grabbed my luggage case with all the video, audio 
recordings and memories with me and got myself ready to come back to Australia to continue my 
journey. ‘What is next?’ I asked myself when backing up all the data in the computer in my office. 
Thinking of the video and audio recordings I had made, both of them were mainly conducted in 
Chinese, the students and teachers' first language, so translation was needed for me to present data 
in this thesis or for other purposes. 'How about transcription? Is it needed?' I thought and said to 
myself 'It is going to be easy and handy for me if all of them are transcribed before I do translation.' 
Following this logic, I decided to do transcription preceding the translation. 
The previous chapter elaborates how data was collected, the issues I encountered and what I 
was made as through the process of conducting classroom observations and interviews. In this 
chapter, I intend to deal with how data is processed by doing transcription and translation. This 
chapter is divided into two main sections: transcription and translation. The section on transcription 
begins with a discussion of transcription, continues with an examination of my subjectivity, then 
which parts of data are transcribed and ends with how transcripts are done. What follows the section 
of transcription is the section of translation in which a discussion of translation, an investigation of 
my subjectivity, which parts of transcripts are translated and how translation is done are included. 
Transcription 
When it comes to doing transcription, the first thought emerging from people’s mind is to do 
a verbatim transcription, that is, to transcribe every single word uttered by people in the recording 
and type it accurately on the paper. Or we can put it this way, transcribing is to make the audio 
words into the visible words. It sounds very simple to do transcription since it is just to transfer 
what you hear into words written on paper. All you need to do is to listen to the data again and 
again to try to catch everything that is spoken. Hence, transcribing is commonly known to be boring, 
time-consuming, and energy-wasting (Kiyimba & O’Reilly, 2016). The first time in my life I did 
transcription was when I was a senior student at university for a course called ‘Discourse Analysis’ 
which focused on analysing the linguistic patterns of the video and audio recordings. All I was 
asked to do was the pure verbatim transcription of a recording, focusing on the spoken language 
only and ignoring all the non-spoken actions. From my experience in transcribing, I felt annoyed at 
doing it because it was boring, time-consuming and energy-wasting. Honestly, I did feel that I was 
acting like a transcribing robot who sat in front of the computer, watched the videorecording, 
listened to people who were speaking, and wrote all their spoken language down without any 
thinking. I felt like what I was doing was a kind of reflexive action: listen and write. That is, I 
thought transcribing was simply a technical practice.  
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'Does it mean that I only need to focus on the spoken language of people?' I wondered when 
I transcribed the first videorecording of the classroom observation. Putting on my headphones in 
order to listen to people clearly, I watched the videorecording and typed down all the words I heard. 
It took me much longer to do a 10-minute transcription of than I expected because I was always 
distracted by the images. Stopping typing, I began thinking of the non-verbal actions, such as hand 
gestures, eye gazes, smile, body postures, their placement etc. and couldn't help wondering if these 
non-spoken actions mattered when transcribing. ‘Do non-verbal actions need to be taken into 
consideration in the process of transcribing?’ emerged and occupied my mind instead of fading 
away.  
I thought that the significance of non-verbal actions was revealed in our daily interactions as 
Saint-Georges (2004) claims that “many daily interactions are characterized by participants moving 
across spaces, engaging in interaction with different individuals at a variety of sites, or managing 
several actions at a time” (Saint-Georges in LeVine & Scollon, 2004, p. 71).    
According to Saint-Georges (2004), I think that all the actions (verbal and non-verbal) 
taking place in the interactions should be included rather than neglected when interpreting or 
analysing how individuals interact with one another. These non-spoken actions occurring in the 
videorecordings lead me to question the ways we are used to doing transcription and further I would 
like to argue that we need to rethink the perception and the ways of transcribing by arguing that 
transcribing is a theory-laden rather than a technical practice through an examination of what/who I 
was made as in the transcribing process. 
Transcribing: a simple task? 
As mentioned above, transcribing is commonly recognised as a mission to make a written 
copy of something (Merriam-Webster, 2018). However, transcribing is not as simple as we think; 
rather, it is a complicated process in which other issues, such as the validity of the data, the 
credibility, and the loyalty of the researcher (Flick, 2014) are also involved as Downs (2010) argues 
that “doing transcription is a story of the assumptions concealed within practices of a seemingly 
technical nature; a story about how his understanding of transcription was itself transcribed, so that 
it became an ethical rather than a technical undertaking” (Downs, 2010, p. 101).  
In other words, doing transcription is not just a simple sort of technical practice — 
transcribe every single word only (Lapadat & Lindsay, 1999). Rather, it is a process in which the 
validity and credibility of the transcription are challenged as well as the loyalty, emotion, and the 
faith of researchers are involved (Downs, 2010). The close and deep involvement and connection of 
researchers in transcribing are made visible through a series of complicated decision-making and 
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selectivity taking place in the process of ‘textualisation’ in Ricoeur’s (1991) term for “the process 
by which unwritten behavior(s) become fixed, atomized, and classified as data of a certain sort” (p. 
95). Through the process of textualisation, the transformation is being undertaking with researchers 
involved and engaged in it either consciously or unconsciously. As such, I thought that when 
transcribing is in progress, we as researchers immerse ourselves in it, affect how data are 
transcribed (e.g. verbatim, meaning-based), how they are represented (e.g. use phonetic symbols), 
how they are selected (e.g. transcribed or ignored). As well, we could see that the process of 
transcribing is complicated due to a lot of thinking and decisions, which have been made.  
Moreover, except for what we do to data, we are affected reciprocally by data through the 
continuous interactions emerging in the process of transcribing. That is, we not only affect data but 
also are affected by data as shown below: 
When watching the videorecording of classroom observations, I was pulled back to 
my memories in which I was a buxiban student and teacher several times. When the 
teacher was angry at her students, I felt a bit nervous and scared since the angry 
face of my teacher suddenly popped out in my mind … (Taken from the field note.) 
The occurrence of these ‘emotional data’ (St. Pierre, 1997, p. 180), such as the feeling of 
nervousness, fear, or happiness indicates that the process of transcribing is productive and the 
communication between researchers and data is bidirectional and mutual: they affect and are 
affected by each other, as Taguchi claims, we affect and are affected simultaneously (Jackson & 
Mazzei, 2012). The complex decision-making process and the mutual communication between data 
and researchers are also unfolded and becomes visible through the shifting of my subjectivity when 
I transcribed the data.  
What was I made as when transcribing was in progress? 
Before devoting myself to transcribing, what kind of transcription I would like to do 
occupied my mind all the time. Did I need a complete verbatim transcription or a meaning-based 
one? During the process of doing transcription, I felt sometimes I got lost in transcription since I 
noticed that I did not always act the same, but I seemed to keep shifting my subject positions from a 
technical transcriber to a facilitator and then to a subject who interacted with, connected him/herself 
to, and got involved in data emotionally. Below I would like to address the process of doing 
transcription of my research data through examining what/who I was made as. 
As mentioned earlier, before I started doing transcription, I thought that doing transcription 
was a boring, time-consuming, a labour-working job, and I was not going to get anything from it. 
As well, all I needed to do was to type down every single word I heard in the video and audio 
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recordings. With this belief in mind, I saw I was made a technical transcriber who stood outside of 
data and was responsible for doing the verbatim transcription without thinking. In other words, I 
thought I was supposed to make the transcription as ‘real’ as it was in the recordings by listening to 
the spoken language carefully and transforming it into written texts. 
However, as soon as I started doing the first transcription of the interview with an NNS 
English teacher, I realised that it was not possible for me to alienate myself from data. When 
transcribing data, I listened to the audio recording several times and I noticed that a lot of ‘skipping’ 
and ‘ellipsis’ were in the recordings (Downs, 2010). I started wondering if I should ‘fill in’ the gaps 
or just leave them as where they were in the recordings. Without filling in the skipping gaps in the 
audio data, the translation would not make any sense to the readers and cause difficulties 
understanding what was said. In order to avoid nonsense translation, I decided to fill in the skipping 
gaps or ellipsis to facilitate the smooth understanding of the data. Through the “filling-in-the-gaps” 
(Downs, 2010, p. 106) process, instead of being apart from of the data, I was produced as a subject 
who was acting like a ‘facilitator’ involved and engaged in data to transform them into meaningful 
visible texts rather than a ‘technical transcriber’ who separated him/herself from data.  
Instead of staying in the subject position of either a technical transcriber or a facilitator, I 
was in an ongoing process of becoming through the interaction between me and data as transcribing 
was in progress. As mentioned earlier, transcription is not simply a technical practice, but it is also a 
process in which researchers affect data and are affected by data simultaneously, which was 
illustrated in the following example. One of the teachers in the interviews laughed a lot when being 
interviewed. Her laughter troubled me so much because not all of it sounded the same. Some 
sounded like expressions of joy while some sounded like she couldn’t do anything about it, so she 
laughed to express her helplessness. How to transcribe non-verbal expressions, in this case laughter, 
really trapped me for a while. Unable to decide how to handle this laughter, I referred myself back 
to the recordings again and again, trying to make sense of them. After doing this several times, I 
found myself trying to interpret these different laughters by adding notes following the word, such 
as laughter (happy and loud). In other words, I was aware that I was neither a technical transcriber 
nor a facilitator; rather, I was produced as a subject who was trying to make sense of these laughters 
and interpret them with my own feelings, thoughts, guesses, and opinions.  
Except for what researchers do to data (i.e. the ongoing interpretation and analysis), 
moreover, other extra data may emerge during the process of transcribing data owing to the 
interactions between researchers and data. When listening to the audio recordings of interviews, 
sometimes I did not type anything because what I heard dragged me back to the time when I was a 
buxiban teacher. As the recording continued, I showed my agreement with them by nodding my 
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head, felt interested when teachers shared their experiences, had sympathy for teachers who 
encountered some difficulties in teaching etc. Though nothing was uttered from my mouth, 
undoubtedly, I unconsciously was interacting with data and non-verbal responses or transgressive 
data (St. Pierre, 1997) occurred during the process. The interaction between me and data as well as 
the emergence of my non-verbal responses indicated vividly my involvement in the process of 
transcribing. As well, thinking of my involvement with Barad, I saw I was produced as a subject 
who was part of the data which “was itself understood as a co-constitutive force, working with and 
upon the researcher” (Taguchi, 2012, p. 272). 
Following this logic, I argued that transcribing is not interpretation/analysis-free, but it is a 
complicated process of interaction in which theories, researchers, transcribers, and participants are 
involved and entangled. Based on different purposes of research and theories held by researchers, 
they interacted with data differently, which resulted in multiple versions of transcripts of the same 
data. Thus, I argue that transcribing is a theory-laden and theory-driven rather than a technical 
practice. Moreover, I think that transcribing can also be seen as a process in which data is 
continuously destructed, constructed and transformed into something else through interacting with 
researchers, transcribers, facilitators, theories and so on. 
In doing transcription, the shifting of my subject positions reveals my involvement, 
immersion, connection and interaction with not merely the data but also the people, which further 
elicited/produced non-verbal data. Moreover, as I try to reconstruct what is said by people, 
simultaneously, I am reforming myself as well, as St. Pierre (1997) claims “as I write and theorize 
the lives of my participants, I theorize my own, as Fay (1987) says “The outside folds inside and I 
am formed anew” (p. 181). In other words, the theorisation of the researchers themselves and of the 
participants are two sides of a coin. As well, we can say that the process of transcription is also a 
process of self-reformation. Further, the shifting of the subjectivity reveals the theoretical and 
analytical stance in which transcription is undertaken. Hence, I argued that transcribing should not 
be viewed as a technical task only. Rather, it is an ongoing process in which we see how we affect 
data and what data do to us. It is a process of destruction, reconstruction, reformation and 
transformation of what was said through the involvement, connection and interaction between 
participants, researchers, theories and data.  
Based on the discussion above, I saw the necessity to trouble the ways we are used to doing 
transcription. As Barad suggests that “practices of knowing and being are not isolable; they are 
mutually implicated. We don’t obtain knowledge by standing outside the world – we know because 
we are of the world” (Barad, 2007, p. 185), I refused to be a transcribing technician standing outside 
data; instead, I immersed and installed myself into data as transcribing was in progress.  
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Which parts of the data were transcribed? 
‘Should I transcribe all of them or just part of them?’ I asked myself when watching the 
videorecordings. Thinking of the focus of my research, student-teacher interactions and the 
constitution of subjectivity, I abandoned the thought of doing a comprehensive transcription and 
decided to put my focus on transcribing the Q&A and group discussion sections from which more 
student-student and student-teacher interactions were involved.  
Why the Q&A section? Q&A interaction is very commonly and ubiquitously found in the 
classroom where teachers initiate the interactions by asking students questions (Adaba, 2017), or 
students raise their questions for teachers to answer. When doing the classroom observations, I 
found that most of the student-teacher interactions taking place in the classroom were in the Q&A 
pattern which occupied nearly 90 percent of the classroom interactions. Furthermore, through the 
Q&A interaction, I thought both teachers and students were produced as certain subjects due to the 
ways they interacted with each other. Hence, I believed that both the verbal and non-verbal actions 
occurring in the Q&A interactions between teachers and students could indicate what/who they 
were produced as respectively.  
Except for the Q&A interaction, I noticed that more student-student and student-teacher 
interactions were found when the group discussion was taking place. Group discussion, viewed as 
an effective way of cooperative learning, is widely used in English language teaching because it 
provides students a good opportunity to express themselves and enhance their language competence 
(Juan, 2014). Students are encouraged and propelled to talk to and interact with their partners in 
group discussion, so rich interactions among students could be expected. Except for the student-
student interactions, the roles of teachers in group discussions also caught a lot of attention from 
researchers. During the group discussion, teachers may act as organisers, coordinators, dominators, 
controllers (Liu & Dai, 2003), facilitators and so on rather than stand outside of the discussion as 
outsiders. These multiple subject positions of teachers further implicate that students are produced 
as different subjects owing to Foucault’s (2002b) claim: subjectivity is fluid, dynamic and relational. 
Hence, I thought looking into the interactions occurring in the group discussion provided me an in-
depth insight into the continuous constitution of teachers’ and students’ subjectivity. That is, it 
allowed me to see what teachers and students were made as respectively. 
In terms of the interview data, as indicated in the previous chapter, the purpose of adopting 
interviews and focus groups in this study was to explore “the views, experiences, beliefs and/or 
motivations of individuals on specific matters” (Gill, Stewart, Treasure, & Chadwick, 2008, p. 291) 
to further elicit the in-depth understanding of the constitution of the subjectivity of teachers and 
students from their perspectives. I thought what they spoke in the interviews could provide further 
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and supporting clues for me to trace down the ongoing complex process of the construction and 
reconstruction of their subjectivity. Accordingly, I transcribed all the interviews with teachers and 
the focus group discussion with students for further analysis.  
How was the transcription done? 
For the spoken language, I typed down every single word I heard, marked the tones and 
recorded the length of pauses as Riessman (1993) suggests that how something is said is as 
important as what is said. In addition to spoken words, when we are speaking, some non-linguistic 
signs, such as laughter, body gesture, movement, nodding head, or interjections like ah, awwwww, 
ach etc. are articulated frequently. Without doubt, there is no corresponding word to these non-word 
signs. Instead of neglecting non-linguistic and non-verbal signs, I marked them in the transcripts by 
adding detailed descriptions with them as shown in the example below: 
(In a conversation with one teacher who was talking about carrying out her 
classroom practices.)  
I: What do you do when students don’t respond to you? 
Anita: Some students are very cool. They don’t respond to my questions (She 
laughed bitterly). But I always keep trying to give them some push or to catch their 
attention (She laughed loudly). 
In the transcripts, I used capital letters to indicate emphasis as shown below: 
James: ‘I want EVERYONE to repeat what I say together. I know some of you do not do 
what I say.’ 
Moreover, as mentioned above, I filled in the ‘skipping’ and ‘ellipsis’ occurring in the 
recordings (Downs, 2010) to avoid confusing utterances in order to enhance a better understanding 
of what was spoken. An example is presented as follows: 
Teacher: The manager always comes to observe my class to do evaluation about my 
teaching with other people from the head school twice a year. So I think students are used to 
(being observed). (Words in bold are filled by me) 
Spending nearly two months transcribing data, I got data transformed from audio materials 
into visual written texts. The end of data transcription was never a real end, but it implied a new 
beginning of the next stage — data translation. 
Translation 
 125 
Weee! All the transcription was done after nearly two-months hard work on the data. 
Standing up from the seat, I grabbed my mug of coffee and headed to the grass in 
front of the library. Laying my back on the grass, smelling the smell of coffee and 
doing some sunbathing, I celebrated my achievement in completing the mission of 
transcribing and relaxed my every single tensed nerve a bit. Accompanying the cool 
breeze, it was so comfy that I almost fell asleep since I had been very stressed and 
felt tensed for the last two months. Relaxing my mind by looking at the clouds in the 
sky, I noticed they were moving and always changing the shape because they were 
not the same every time when I saw them, which led me to wonder if it made sense to 
me to think  that translation was not stable, but dynamic and in flux. (Taken from my 
reflection.) 
You may like to ask why translation was needed in this study and why we can’t just use the 
original texts. Due to the globalised world of research, it has been a sine qua non to communicate 
with scholars who share the same language and culture and those who are from different cultures 
and linguistic background (Roth, 2013). In order to make the communication effective, English is 
viewed to be the language which is used as a medium of communication by scholars around the 
world based on its globalised, powerful and dominating status (Giri & Foo, 2014). Hence, in other 
words, we could say that non-native English speaker scholars submit themselves to the powerful 
and dominating positions in which English is placed, which further results in the necessity of 
translating non-English texts into English. 
However, translating elicits continuous debate on the accuracy, validity, reliability and 
credibility of translation from one language into another (King & Horrocks, 2010; Marshall & 
Rossman, 2006). Referring back to the translation theories, the common thing shared in them is to 
pursue a balance of accuracy, validity, reliability and credibility (King & Horrocks, 2010; Marshall 
& Rossman, 2006). Seeking for a balance of accuracy, validity, reliability, and credibility implies 
that translation is not stable and it is built on the knowledge of translation theories which develop 
the ‘discipline’ to govern normal and desirable ways to do translation. Further, the formed 
discipline produces multiple translations of the same text to represent truths as Foucault views truth 
as an “art of government” (Gore, 1993, p. 56). That is, I would say that translation varies from 
theory to theory as well as the truth it represents as discussed in the section below followed by an 
examination of what I was made as, in the process of translating data.  
Does one translation represent only one truth? 
With regard to translation, it refers to the practice of translating texts from one language into 
another; the definition of ‘translation’ suggests that translation is to “express the sense of words or 
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texts in another language” (Farquhar & Fitzsimons, 2011). Most of us may think of it as a simple 
task in which we just need to find out the corresponding words to represent the ‘truth’ of the text by 
means of providing an exact copy of the text. This acknowledgement of translation implicates that 
translation is viewed as a technical practice, is stable and one truth is produced only. However, this 
perception itself is problematic based on Walter and Roman’s suggestion which claims that 
“translation is not merely transposition of meaning from one language to another, promoting the 
idea that even within the same linguistic community, phenomena and meaning are interpreted 
differently” (Farquhar & Fitzsimons 2011, p. 101). Though people share the same language 
community or are from similar backgrounds, they may still interpret the things differently. Put 
simply, we can say that translation of the same text varies from person to person and no exact or 
true translation exists to represent the single truth. If no ‘true’ or ‘accurate’ translation exists, what 
does translation mean to us? 
Instead of seeking the accurate or true translation of a text, I would like to think of 
translation differently by seeing it as a creative and interpretative act, in which “translation is 
neither an image nor copy” (Derrida, 1985, p. 180) of the text as Derrida (1985) claims that it is 
because the original lives on and transforms itself. Thus, translators neither restitute nor copy an 
original since translation is an interactive process through which translators and texts interact with 
each other, they affect and are affected simultaneously and they are in an ongoing process of 
transforming and becoming. Furthermore, I would say that translation is beyond transformation 
since it involves growth or enlargement of the original as translation does not mean to provide a 
direct copy of the original; “it is a transformation involving both addition to and subtraction from 
the original” (Farquhar & Fitzsimons 2011, p. 104). 
Moreover, translation is also considered as “poetic transposition” (Derrida, 1985, p. 189) in 
which transposition of meaning is clear in the strong link between translation and metaphor 
(Farquhar & Fitzsimons, 2011). Ricoeur (1977) argues that metaphor abolishes the distance 
between concepts, makes their resemblances visible, and places things before us in new ways to 
make “discourse appear to the sense” (p. 38). Metaphors are the ‘linguistic surface’ of symbols 
(Ricoeur, 1976, p. 69): “the surplus of meaning - that which is residual in the symbol - necessitates 
ongoing translation, understanding and explanation” (Farquhar & Fitzsimons, 2011, p. 656). In 
terms of handling the surplus meanings of metaphors, we could see that translation is not a simple 
task of only replacing words, but it involves a series of decision-making, deep-thinking, theory-
oriented and culture-based activities, which indicates that translation is a theory-driven practice 
rather than a technical practice and it is beyond transformation. 
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Seeing translation as a theory-laden practice and beyond transformation, I would say that no 
translation mirrors reality, but rather it is a complicated process in which researchers, translators, 
texts, theories, cultures, societies and so on are involved to create new modes and meanings. “To 
translate, then, is to re-create and to re-state action, requiring a new translation in each passing 
along of meaning. This new translation is not bound for a final destination, but functions to restore 
and re-appropriate meaning, to reveal new modes of being and understandings of each other” 
(Farquhar & Fitzsimons 2011, p. 660).  
Refusing to think of translation as a technical practice, I see translation as a productive, 
interactive, and creative process through which something new is produced rather than a fixed and 
stable truth only. As well, through the interactions with translators, more spaces for different 
interpretations are created. Resisting the unidirectionality between texts and translations (text → 
translation) as indicated in Figure 17, I argue that the relationship between texts and translations is 
multi- and mutual directional as shown below: 
  
  
  
 
  
 
                                                          
 
Figure 17: The relationship between the text and its translation. Source: Author. 
The same text derives multiple translations, which are related to each other and overlap to a 
certain extent. Moreover, a reciprocal relationship between the text and translation also exists. 
During the translating process, translations are produced and simultaneously something new occurs 
to have impact on the text. Hence, I argue that translation is not a technical practice because it is an 
active process of interactions, involvement and connection to the written texts instead of providing 
an exact copy of the text in another language only. As such, it is a process of affecting and being 
affected and different ‘truths’ of the text emerge due to the continuous interaction between 
researchers or translators, texts, theories etc. and simultaneously it is the process through which 
something new is produced. 
Text translation 
Text 
translation 
translation 
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What follows is an examination of the subjective of me as a translator, which makes the 
interactive and productive translating process visible.  
What was I made as when translating was in progress? 
As mentioned above, most of the people recognise translating as a technical task (Hyndman 
& Walton-Roberts, 2000; Khanum, 2001) and translators are thought to be those who are 
responsible for providing an accurate copy of the text without any interaction or involvement in it. 
Saying it differently, translators are produced as a subject who always stands outside the text 
without any engagement. My previous experience in translating gained from a course I took led me 
to think that I was going to act like a cold translating machine who focused on transforming texts 
from Chinese into English without any feeling, thought, or opinion. That is, all I needed to do was 
to find out the corresponding English words to transpose those in Chinese. However, as soon as I 
started translating one transcript from interviews, I realised that it was not possible for me to stay 
outside of the text and not have any interaction with it. In other words, it was unlikely for me to act 
as a cold translating machine in the process of doing translation, which is demonstrated by the 
differences of language systems and the interaction between me and the text as discussed below. 
It is widely known that Chinese is a completely different language system from English. As 
well, due to the different cultures, some metaphors used in Chinese don’t exist in English or they 
mean totally different things in English. For instance, when describing that someone wastes money, 
in English, ‘water’ is used as a metaphor to refer to money whereas ‘soil’ is used in Chinese (Han, 
2017). Without doubt, I sometimes could not find the most appropriate equivalent words when 
doing translation. The difficulties are enforced due to the code-switching between Chinese and 
Taiwanese as I indicated previously that most people in Taiwan speak two languages. In terms of 
Taiwanese, there is no official writing system for it, so we use ‘Pinyin’ to express it when we need 
to. In daily conversations, it is very common for people to switch between Chinese and Taiwanese 
or mix them in one sentence. In the process of translating, the occurrence of a combination of 
Chinese and Taiwanese was very frequent and resulted in the increasing difficulties I encountered 
when translating words or phrases in Taiwanese into Chinese and then English. 
In order to work out ways to do translation effectively, I found myself involved in the text to 
interpret it, process it and then transform it into English. Due to the interaction between me and the 
text, I installed myself into languages, connected myself with them, tried to make sense of them and 
transformed them into another language. As translating was in progress, I felt that I was acting like 
a bridge which connected the end of one language with that of another and through which 
communication was made possible. In other words, I saw that I was produced as a subject who 
connected him/herself with the text rather than stood outside of it, analysed and interacted with it to 
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make further interpretations and transformations. Through moving back and forth between Chinese 
and English or Taiwanese and Chinese, I would say that translation itself was kind of analysis since 
a lot of decisions were made and in-depth thinkings were done instead of being an activity of 
exchanging languages.  
Moreover, the shifting of my subjectivity made the mutual communication between text and 
me visible; that is, what data did to the bodies of translators or researchers as I argued earlier that 
translating is a process of affecting and being affected simultaneously. We as researchers or 
translators affect texts by transforming them into something new and we are affected by them 
through showing the shifting of our subjectivity. 
Which parts of the data were translated? 
As stated in the previous section, the Q&A interactions and the discussion sections from the 
classroom observations as well as all the interviews with the teachers and focus groups with the 
students were selected to be transcribed based on the perceived contribution of the data to 
answering the research question. All of these transcripts were translated from Chinese or Taiwanese 
into English for further analysis. 
How was the translation done? 
Printing all the transcripts out, I took them in hand and looked at them page by page in detail 
while thinking of how to translate them from Chinese or Taiwanese into English. Scratching my 
head, ‘which one suits my study best, a verbatim, direct or conceptual translation?’ I mumbled. 
Different ways of doing translations reflected their own shortcomings and strengths and no 
translation is one hundred percent perfect. Thinking of the purpose of this study, I would like to 
explore what teachers are produced as in their classroom, so what they spoke was more important 
than the exact words they used in the interviews. That is, the content of their speech was what I 
would like to focus on and look into rather than every single word they said. In order to meet the 
needs of this study, I believed that a conceptual translation was more appropriate than a direct or 
verbatim translation. Hence, I did not constrain myself in searching for the exactly accurate English 
words to replace Chinese words but devoted myself to what they said and how they said it.  
As indicated above, it was not uncommon for people to code-switch between Chinese and 
Taiwanese in their daily conversation. Due to the lack of writing systems of Taiwanese, we used 
‘Pinyin’ to mark it by using English alphabets, such as ‘tong’ referring to ‘east’ in Taiwanese. 
However, the word of ‘tong’ in means differently from that in Taiwanese, so the direct translation 
of Taiwanese into English led to misinterpretations of the transcripts. Hence, with regard to 
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Taiwanese, I translated it into Chinese accompanying with their Pinyin first and then into English in 
order to result in better understandings, such as ‘東’ (tong), east. 
When I encountered words without complete equivalent English words, such as Chinese 
idioms, metaphors or slang, I picked up words of which meanings were the closest or I used more 
explanations to describe what they meant. For example, ‘baozi’ was a very common food in Taiwan, 
but it did not exist in western cultures. Hence, when doing translation of ‘baozi’, I preferred to 
translate it as ‘baoze’ which referred to ‘steamed buns with fillings’ instead of using ‘baozi’ only.  
The end of data processing 
Nearly six weeks later, I was happy to announce that data processing was done and all the 
transcripts were translated into English for the next step — generally called data analysis. In place 
of naming it as ‘data analysis’, I would like to think of it as a world where we were going to 
investigate what/who teachers and students were made as through the access provided by the 
transcribed and translated data. So what was next? I would like to invite you to join the adventure 
with me to explore what Foucault (1982) calls “the little question: ‘what happens’” in the buxiban 
classroom and what/who teachers and students were made as. 
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CHAPTER 8: Uniform 
Chapter 5 (How is truth made?) demonstrated the relationship between truth/knowledge, 
discourse, subjectivity and power from a Foucauldian perspective and discussed the limits of 
Foucault’s approach of discourse analysis. Then, I addressed the necessity to expand Foucault’s 
theory from a discourse-orientation to a discursive-material approach by introducing Barad’s 
concepts of agential realism, apparatuses, phenomenon, intra-action and diffractive analysis from a 
posthumanist perspective. The following chapters demonstrate how the subjectivity of teachers and 
students is constituted, shaped and reformed through the intra-activities between human and 
nonhuman entities, how power relations are made visible and how knowledges of teachers and 
students are produced. The following chapters are arranged in locational order: they start with my 
entry into the buxiban, my encounter with the uniform worn by teachers and administrative staff, 
continue with the space on Level One, followed by the space in the stairs and ends with the space in 
the classroom.   
In this chapter, I begin with my reflection on the moment when I was about to enter the 
buxiban, followed by my encounter with the red T-shirt after entering the buxiban, to explore how 
the subjectivity of teachers, students and myself are constituted through looking into what the red 
T-shirt does to the bodies and what the bodies do in response to it. 
Enter the buxiban 
After gaining the consent forms from teachers, students, and the school manager, 
now I am officially allowed to enter the buxiban to talk to or interact with the people 
inside there. For the first official visit, I think I need to look ‘good’ and ‘easy-going’, 
so students and teachers may not feel scared of me and may be more willing to talk 
to me. In order to establish a close relationship with students and teachers, I decided 
not to dress too formally, such as a suit with a briefcase. Rather, I preferred the non-
formal-look, so I dress very casually: a white T-shirt, jeans and sneakers, which 
made me look ‘harmless’. After checking my dressing in front of the mirror 
repeatedly, I took two cameras and tripods with me, and rode my pink scooter to the 
buxiban. 
Before opening the door of the buxiban, I stood in front of the door for a while, 
wondering what the world behind the door is. I felt the door was like a threshold 
which connected the outside and inside of the buxiban and through which I was 
going to become an ‘insider’ rather than a complete ‘outsider’. “Am I going to be 
‘accepted’ to be part of them when I pass the door or I am still an ‘outsider’?” 
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emerged in my mind. Wandering outside for a while, after taking a lot of deep 
breaths and making sure I looked ‘harmless’, I push the door open with almost all 
my courage to enter the unknown world in which I was seeking who I was. (Taken 
from my reflection.)  
I have been wondering what a ‘researcher’ means in research since the roles that researchers 
play in qualitative research are always tricky. In quantitative research, researchers are always 
separated from data and are always responsible for gathering, analysing, and interpreting data 
without any involvement in it. To put it differently, we only emphasise what researchers do to data 
(e.g. collect, analyse and interpret them). In so doing, we intentionally separate ourselves from data, 
stand out of it and try to interpret or retell what data say or mean to us. That is, researchers are 
viewed as complete outsiders of data and they are always in a subject position of a ‘researcher’ who 
has no connection with anyone or anything. Following this logic, the term ‘researcher’ pre-exists 
research as well it has inherent meanings attached to it: someone who has to collect, analyse and 
interpret data. However, thinking this through with Barad (2014), meanings are made or things are 
made sense of through the intra-activity with other human and nonhuman elements rather than pre-
exist. Hence, I argue that researchers are made sense of in their encounter with data and they affect 
and are affected simultaneously. 
Moreover, in our daily life, subjectivity is formed, reformed, and shaped by the interaction 
with the people we meet or talk to. From a poststructuralist point of view, subjectivity is not innate, 
but it is socially produced and it is seen as a process, open to change in discourses (Weedon, 1997). 
Applying Foucault to subjectivity, I argue that researchers are not always researchers only; rather, 
the subjectivity of researchers is in an unceasing process of formation and reconstruction. How can 
we notice this ongoing transformation process? I think we as researchers need to disrupt the insider-
outsider boundary and insert or install ourselves into data (Jackson & Mazzei, 2012) as Barad (2007) 
claims that “practices of knowing and being are not isolable; they are mutually implicated. We 
don’t obtain knowledge by standing outside the world – we know because we are of the world” (p. 
185). Hence, we don’t know without installing ourselves in data.  
Crucially, we need to think of what data does to the bodies of researchers, how we as 
researchers are affected and then what we are produced as in our encounter with it (Taguchi, 2012) 
rather than focusing on interpreting/analysing/retelling what data say or mean. Hence, in the 
following sections, as a researcher, I inserted and installed myself in a diffractive reading of data. 
Because I was not ‘interpreting’ the experiences of NS and NNS teachers, I installed myself into a 
situation in a blurring of what ‘happened’ and how I made sense of what happened (Jackson & 
Mazzei, 2012, p. 131). Hence, in the following chapters, except for presenting the data taken from 
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observation or interview, you will also see a lot of my murmurings, reflections, feelings etc. 
immersed in it, which indicates that I as a researcher am not separated from data, but, instead, a part 
of it. 
You are what you wear? 
When the door in front of me was opened, with some hesitation, I stepped into the 
buxiban, and then sat on a chair in front of the reception. After the brief greeting 
with the school manager, the first thing that attracted my attention was the red T-
shirt with the logo of the buxiban, the uniform, worn by both NS and NNS teachers. 
Visually, the first thought that hit my mind was that this red T-shirt seemed to divide 
people in this space into two groups: one with the red T-shirt and the other without it. 
People who wore this red T-shirt were considered to be part of the buxiban while 
others were not. In other words, the uniform seemed to ‘possess’ power to ‘identify’ 
people and divide them into ‘insiders’ and ‘outsiders’. (Taken from my reflection.) 
From the excerpt above, seemingly, this red T-shirt with inherent meanings attached to its 
functions as a uniform, refers to “an identifying outfit or style of dress by the members of a given 
profession, organization, or rank” (Dictionary.com, 2018). Based on this definition, it seems that 
you are what you wear, or your clothing represents who you are or where you belong as indicated in 
my previous experience in wearing a uniform reflected about below: 
Putting on my uniform, I was almost ready to go to the buxiban where all the 
teachers and administrative staff were required to wear the same shirt. The manager 
said that the purpose of doing this was to let both parents and students easily 
‘recognise’ who were teachers when they need any help. As well, she thought 
wearing the uniform created a feeling of belonging, which could lead not only 
teachers but also administrative staff to cooperate with each other properly to make 
the most benefits since we were a team and everyone was part of it. (Taken from my 
reflection.) 
Retrospective to my working experiences in buxiban (the excerpt above), when wearing my 
uniform, I was recognised as a teacher of this buxiban. That is, the uniform I was wearing indicated 
who I was (a teacher in this case) and where I belonged to (this buxiban). Though the uniform I 
wore identified me as a powerful teacher who was treated with respect by parents and students, 
simultaneously, it constrained the way I spoke, acted etc. as shown below: 
Despite the feeling of belonging, I did feel the power of the uniform which put me in 
a respectful and powerful subject position. Parents and students treated or talked to 
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me in a more polite way when I wore the uniform. Simultaneously, I felt more 
confident with the uniform when teaching or communicating with students and 
parents. It was a bit like that the uniform ‘assigned’ me power and confidence.    
However, except for the positives, I did feel I was ‘stuck’ in the ‘invisible framework’ 
produced by the uniform. I was aware that I paid more attention to the ways I acted, 
spoke, sat etc. That is, what I did, spoke or acted was constrained by my uniform. It 
seemed that part of my freedom of behaving was deprived and I was ‘told’ or 
‘reminded’ by the uniform to meet the image of a ‘good’ teacher established in the 
discourse of buxiban, culture, education, and society in Taiwan when wearing this 
powerful and privileging uniform … (Taken from my reflection.) 
Here, the uniform I wore seems to have a life of its own to assign power and restrain the 
ways I act, speak, think and so on in the world, which then indicates that not only discourse but also 
material affects how we interact with others in the world. In other words, as discussed in the 
previous chapter, the material matter and agency is not limited to humans only as in Foucault’s 
approach, but, instead, agency is “understood as attributable to a complex network of human and 
nonhuman agents” (Barad, 2007, p. 23). Hence, in the following analysis of the red T-shirt worn by 
teachers and administrative staff, instead of looking at a uniform as an object with inherent 
identifying meaning which sets clear-cut boundaries among groups, I would like to view it as a 
material force which intra-acts with the bodies in the process of the constitution of subjectivity.  
The red T-shirt 
Wearing this red T-shirt seems to put the wearers (teachers and administrative staff in this 
case) in a more powerful and dominating subject position because they are ‘assigned’ power and 
authority to punish students when they make mistakes, misbehave or make noises. Except for power 
and authority, they are recognised to be part of the buxiban and receive respect from both students 
and their parents. On the contrary, the non-wearers (I in this case) were ignored and avoided by not 
only students but also teachers. This is shown in the following data taken from observation:   
Before all the classes started, sometimes I walked around Level One where teachers stayed 
to talk to students, join their conversations, assist with homework etc. I noticed that not only 
teachers but also students tried to avoid having eye contact with me, talking to me etc. Put it in a 
simple way, they tried to neglect my existence. One day when I was sitting at the reception, no 
other people wearing the red T-shirt were there. Two students approached the reception because 
they needed to give their tuition envelopes to the administrative staff or teachers. When they saw 
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me there, they hesitated to hand in their tuition envelopes to me since I didn’t have this red T-shirt 
on. This is illustrated below: 
Student A: Maybe we can give this to her. 
Student B: She is not a teacher because she does not wear uniform. I think she is just 
a friend of Julia (one of the administrative staff). 
Student A: Yeah you are right. 
Though I offered my help to keep their tuition fees, they kept standing next to me, 
waiting for anyone in the red T-shirt to come. A few minutes later, a teacher wearing 
the uniform came to the reception and they finally ‘safely’ and ‘successfully’ handed 
in their tuition fees to the ‘right’ person who did belong to the buxiban. The same 
thing happened several times when I was about to offer my assistance. (Taken from 
my reflection.) 
In the above data excerpt, the red T-shirt seemed to be alive and possesses its identifying 
function to label people (such as belonging versus non-belonging). However, building on Bohr, 
Barad contends that the pre-existing and inherent meanings or differences do not exist; rather, she 
continues saying that “difference is understood as differencing: differences-in-the-(re)making. 
Differences are within; differences are formed through intra-activity, in the making of ‘this’ and 
‘that’ within the phenomenon that is constituted in their inseparability (entanglement)” (Barad, 
2014, p. 175). Applying Barad to see this red T-shirt, I see the formation of subjectivity as a 
phenomenon in which all the relevant entities (both human and nonhuman) entangle in a non-
separated network. Hence, when exploring what the wearers and non-wearers are produced as 
respectively, I see this red T-shirt as an apparatus entangled in the phenomenon as Bohr suggests 
that “apparatuses are productive of (and part of) phenomena” (Barad, 2007, p. 5).  
Thinking this red T-shirt with Barad, this red T-shirt as an apparatus with material force 
intra-acts with the bodies of teachers and administrative staff to produce a subject who belongs to 
the buxiban and is ‘helpful’, ‘reliable’ and ‘trustworthy’ to students who are able to ask them for 
help, rely on them or trust them. Here we see that this red T-shirt is a constituent entangling in and 
affecting the constitution of the subjectivity of the wearers, which indicates that apparatuses (the red 
T-shirt) are part of and productive in the phenomena.  
Crucially, in Barad’s agential realism, phenomena are physical-conceptual (material-
discursive) intra-actions through which objects and agencies of observation are mutually constituted 
within phenomena (Barad, 2007). In other words, within phenomena, the relationship between 
objects and agencies of observation is not unidirectional, but bidirectional, which further implicates 
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that phenomena are not fixed and unchanging; rather, they are an ongoing reconfiguration of the 
world through intra-activity. The dynamics of phenomena are revealed in the case of this red T-shirt. 
For example, except for what the red T-shirt does to the bodies of teachers and administrative staff 
(i.e. produce a reliable, trustworthy and helpful subject who is part of the buxiban), the bodies of the 
wearers (in this case the teachers and administrative staff) are produced in a mutual becoming with 
this red T-shirt. Simultaneously, the bodies of the wearers intra-act with this red T-shirt in a way 
that exudes ‘power’, ‘respect’ and ‘authority’. The teachers and administrative staff (the wearers) 
are materially constructed to be powerful by this red T-shirt and more importantly, we make sense 
of this red T-shirt as ‘powerful’, ‘respected’ and ‘with authority’. Through the intra-activity 
between the body and the red T-shirt, we see the boundary between the wearers and non-wearers 
emerges and the meanings of the wearers, non-wearers and the red T-shirt are made sense of. This 
corresponds to Foucault’s claim that “knowledge is invented” (Foucault, 2002a, pp. 7–8) and 
Barad’s proposal that no pre-existing meanings or boundaries exist. 
Knowledges of the wearers and others emerge through intra-activity indicating that 
“knowledge is an activity that produces subjects and the ways in which they interact within and 
against their social and material worlds. A knowing subject, then, is an acting subject” (Jackson and 
Mazzei, 2012 p. 60). That is, subjectivity is never fixed and reaches stability, but it is dynamic 
through intra-action with entities and further prompts new knowledges which then reshape and 
reconstitute the subjectivity.  
Foucault further suggests that subjectivity “is constructed in relationships with others and in 
everyday practices” (Jackson & Mazzei, 2012, p. 53). The relativity of subjectivity is pointed out in 
the above excerpt data. Teachers wearing this red T-shirt have the authority to maintain the order in 
the open area on Level One as well as to ‘punish’ students who have some misbehaviours due to the 
authority they possess. In relation to the powerful and dominating subject position which teachers 
wearing this red T-shirt are in, encountering the bodies with this red T-shirt, students are relatively 
produced as a subject who is less powerful and dominating. 
My encounter with the red T-shirt 
Except for teachers and students, who else was in the buxiban? I as a PhD student, observer, 
interviewer and researcher was also present in the same space. As indicated earlier, “we don’t 
obtain knowledge by standing outside the world – we know because we are of the world” (Barad, 
2007, p. 185). Instead of separating myself from the buxiban, I see myself immersed in the space 
where teachers and students are and engage myself in it deeply to blur the produced researcher-
participant boundary through the intra-action between this red T-shirt and my body to explore how 
my subjectivity is constituted. Through examining the process of the formation of my subjectivity, 
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we could see not merely the material matter in the formation of subjectivity but also the power 
relations made visible through the intra-activity between the red T-shirt and my body. 
In the data excerpt presented above, I, like the students, did not wear this red T-shirt and it 
made my body ‘say’ something about me — an outsider who does not belong to this buxiban. When 
encountering this red T-shirt as a material force, my body intra-acts with it and I am produced as an 
outsider who is not reliable, trustworthy, and non-belonging to students refused to accept my offer 
of help by ignoring my existence. Furthermore, students’ refusal to accept my assistance by 
ignoring me and avoiding interactions with me positioned me as marginalised and non-belonging. 
They did so as a majority group to exert power on me and each practice produced some particular 
knowledge of me: I was not part of them, not a teacher at all, but an outsider. The refusal and 
avoidance could be thought as resistance which makes the exercise of power relations visible as 
Foucault contends “there are no power relations of power without resistance; the latter are all the 
more real and effective because they are where relations of power are exercised” (Jackson & Mazzi, 
2012). I see their refusal and avoidance as their exercise of power upon my body; as well, new 
knowledges and subject positions are produced.  
However, my body, as a vehicle of power (Foucault, 1990), keeps power on the move by 
refusing who I am produced to be to prompt new subject positions as Foucault (1982) claims that 
“to refuse what we are…we have to promote new forms of subjectivity through the refusal of this 
kind of individuality” (p. 216). Refusing to be a marginalised outsider, I volunteered to provide 
assistance to students (i.e. checking their homework), initiated a conversation, participated in their 
discussion etc. to resist the power exercised upon me. In so doing, power was exercised through my 
body which kept it on the move and certain knowledges of me are produced to resist the produced 
knowledge of me as an outsider. As well, my refusal of being an outsider was a practice of power 
relations which indicated not only my participation in the power relations but also how I understood 
myself in relation to others, in this case students and teachers. 
My resistance indicates the flow of power relations is dynamic and moves back and forth as 
Foucault (1980a) claims that “there are no relations of power without resistances” (p. 142). As well, 
my body functioned as a vehicle through which power was exercised and simultaneously 
knowledge was formed and emerged in the operation of power relations (Foucault cited in Faubion, 
2002). In other words, “in each practice, we could see power and knowledge emerge. Knowledge 
was formed by activity (i.e. my refusal of being an outsider) that was in itself a practice of power, 
and power is exercised by the distribution or restraint of knowledge” (Jackson & Mazzei, 2012, p. 
60). Through exploring how my subjectivity is constituted through my encounter with the red T-
shirt, the mutual relationship between power and knowledge was made clearer as Foucault (2010) 
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claims that “knowledge and power were exactly reciprocal, correlative, superimposed. There 
couldn’t be any knowledge without power; and there couldn’t be any political power without the 
possession of a certain special knowledge” (Foucault cited in Faubion, 2002, p. 31). Jackson and 
Mazzei (2012) further extend the relationship between power and knowledge as “power and 
knowledge do not exist in simple opposition to encourage or restrict one another. They emerge and 
become visible as forms of power/knowledge in cultural and material practices within specific 
conditions” (Jackson & Mazzei, 2012, p. 60).  
Conclusion  
This chapter demonstrates how subjectivity is constituted through the intra-activity between 
human and nonhuman entities from Barad’s approach. It indicates the impact and significance of 
the material in the process of the formation of subjectivity rather than focuses on the discursive only. 
Further, through the intra-actions between the bodies and the red T-shirt, power emerges when 
individuals resist or refuse the produced subject positions. Through their resistance, such as 
avoidance, ignorance, refusal etc., the flow of power relations is made visible. As the flow of power 
relations keeps going, new subject positions emerge and we are always in an ongoing process of 
becoming, and particular knowledges are being produced. The teachers, students or I do not settle 
permanently in the subject positions produced through the intra-actions between the bodies and this 
red T-shirt. Rather, the subjectivity of teachers, students, and me is in flux, in a process of 
becoming and is constantly in response to particular situations and conditions by means of intra-
activity with other human and nonhuman elements in the discourse. 
In this section, I read this red T-shirt differently and diffractively with Barad to investigate 
how the subjectivity of teachers, students and myself is constituted respectively. The wearers, 
teachers and administrative staff, are produced as a subject who is belonging to, helpful, trustworthy 
and reliable to students rather than non-wearers, I. However, when sitting on Level One and 
observing the student-teacher interactions there, James, the only NS English teacher, wearing this 
red T-shirt is not ‘accepted’ by students and his NNS colleagues to be part of the buxiban. Rather, 
he is always ignored, marginalised, isolated or invisible. In short, though James wears this red T-
shirt like other teachers, he is not ‘accepted’ to be part of the school. ‘What happens to James 
there?’, I thought. In the next chapter, I lead you into Level One of the buxiban to explore what 
happens there through looking into how the subjectivity of James is constituted. 
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CHAPTER 9: Level One 
The inequity between NS and NNS English teachers in the field of TESOL has been paid 
much attention by researchers and is discussed in Chapter 4 (The NS-NNS dichotomy). NS English 
teachers who are white are perceived to be more dominating, popular, powerful and privileged than 
NNS English teachers. Seemingly, ‘whiteness’ stands for power, dominance and privilege. In other 
words, inherent, determinate and pre-existing meanings are attached to ‘whiteness’ which further 
contributes to the unequal NS-NNS dichotomy in which NS English teachers are placed in a more 
powerful and dominating subject position than their counterparts. The superior status of NS English 
teachers gives us an illusion that all NS English teachers are more privileged, popular and 
welcomed than NNS English teachers. 
However, when observing the student-teacher and teacher-teacher interactions on level one, 
James, the only NS English teacher in this buxiban, with the same red T-shirt as his NNS colleagues, 
was always ignored, isolated and marginalised. Being a white American NS English teacher, James 
seemed not to benefit from his whiteness; rather, he was placed in a less powerful and privileged 
subject position than his NNS colleagues. This lead me to question the stereotype of whiteness held 
by us and to rethink the inherent and pre-existing meanings attached to it.  
In this chapter, I rethink whiteness in Barad’s agential realism by viewing whiteness as a 
phenomenon in which the bodies (white and non-white) intra-act with each other to make sense of 
whiteness by examining the constitution of the subjectivity of James. Through looking into how 
whiteness is made sense of, the meaning of the space of level one also emerges. Hence, this chapter 
begins with an introduction to the space of Level One, followed by a discussion of race (whiteness) 
and ends with an exploration of how whiteness is made sense of. 
The space of level one 
After pushing the door of the buxiban open, I stepped into the buxiban and was greeted by 
the school manager on level one where the reception desk is located. Next to the reception desk was 
a small space where students could sit on the floor to do something before their class started. Some 
desks and chairs were placed against the wall for teachers, students or parents to use. For example, 
teachers stayed there to do some preparation for their class, check students’ homework, mark test 
papers etc. It was very common to see teachers and students having some chats in this area or 
students playing games together, which is shown in the data below: 
Now it was 3 pm. Some students gathered in the ground level of the buxiban and 
waited for their English classes to begin at 4:30 pm. They may review their last 
lesson, prepared for the coming quiz, did their school homework, or just talked to 
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each other until 4:30 pm. The three NNS English teachers, Bonnie, Anita, and Jack, 
and the only one NS English teacher, James, were there preparing today’s classes. 
Everyone seemed busy with their own stuff. Though teachers were doing preparation 
for their own classes, Bonnie, Anita, and Jack gathered in a circle to change some 
ideas, share their own experiences, have some causal chats, or share some food with 
each other. Sometimes students ‘joined’ or ‘interrupted’ their conversations since 
students overheard what they were talking about and vice versa. Sometimes students 
just sat on the floor, chatting to each other. (Taken from classroom observation.) 
From the data excerpt above, the space of level one of the buxiban was never used as a 
classroom, but functioned like a relaxing place for teachers and students before their classes. 
Instead of attaching ‘a relaxing place’ to the space of level one, I think of the space of level one 
with Barad and see it as a phenomenon whose meaning emerges through the intra-action with the 
entities within it. That is, I argue that the meaning of the space of level one is made through intra-
action rather than pre-exists. Looking into the data excerpt above, I see the interactions between the 
three NNS English teachers and students as a material force which intra-acts with the bodies to 
create an intimate space that welcomes the students and NNS teachers and simultaneously a 
closeness of bodies ‘sitting on the floor’ and ‘chatting with each other’. This material force of the 
NNS English teacher-student interactions produces a social environment of non-white students and 
teachers who are viewed as non-privileged and less powerful in the TESOL industry and the 
discourse of the ELT in Taiwan. It creates a belonging space where they are on the inside rather 
than outside of the buxiban. In other words, through the intra-action between the interactions 
between the three NNS English teachers and students and the space, I see level one is made sense of 
as a relaxing and belonging space for the NNS teachers and students who are produced as insiders 
of the buxiban.  
Moreover, following Foucault who suggests that subjectivity is constituted within the 
exercise of power relations and it never reaches stability, I think that these students’ 
interrupting/joining in NNS teachers’ conversations and sitting on the floor act in a way to refuse 
constraining norms about power and prestige. As such, Bonnie, Anita, and Jack are produced 
differently as someone that is intimate to them like a ‘friend’, or ‘an older sister’, rather than a 
teacher only. The close relationship between NNS English teachers and students is also pointed out 
in the focus group interview with Bonnie’s and Jack’s students shown below respectively: 
In the focus group interview with Jack’s students, when they were talking about their feeling 
to Jack, I was very impressed that one student said that ‘Jack is very interesting and funny and he 
always likes to make fun with us’. While this student said so, the other students nodded their heads 
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to show their agreement to it. The discussion kept going on and the other student further indicated 
that ‘sometimes he feels that Jack is just like a friend of his, but not a serious teacher’. Other 
students showed their agreement to it by smiling and nodding their heads though they did not say 
anything. 
Bonnie’s students had the same feeling to Bonnie. One student expressed that ‘I feel 
that sometimes Bonnie is just like an older sister to me since I can share everything 
with her’. While he said so, some of the other students also nodded their heads to 
show they had the same feeling. (Taken from focus group interview.) 
Here I see students’ interruption and participation in the conversations with the NNS 
English teachers as a material force to intra-act with the bodies of NNS English teachers and they 
are produced as a subject, such as a friend or an older sister, who is closer to the students. 
Relatively, students are placed in a subject position of a non-traditional student who does not sit 
quietly and always keep quiet. The shifting of subjectivity of the NNS English teachers and students 
further indicates that the space of Level One is made sense of in the intra-activity as a place where 
both NNS teachers and students feel comfortable and relaxed to chat with each other freely. 
However, the same space is produced as something totally different to James, a white 
American NS English teacher as indicated in the following data:  
James, wearing the same red T-shirt as his NNS colleagues, sat in the corner alone, 
checking the class records made by NNS English teachers to make sure what he had 
to do in today’s classes. Then, he started making some cards for vocabulary, 
sentence patterns etc. Extremely differently, no students and no NNS English 
teachers came to talk to him. As well, he didn’t come to join any conversations with 
students or NNS teachers. He just sat in the corner quietly, taking care of his 
business. (Taken from classroom observation.) 
Compared to the interactions between the NNS English teachers and students, I feel James 
act like an inert machine and seems invisible to the others in the same space. Sadly, I think he is 
ignored and isolated. From the data above, I see that not only NNS English teachers but also 
students are ‘resisting’ James through their actions (no interactions with James). The material force 
of no interaction between James and students or his NNS colleagues intra-acts with the body of 
James to produce him as an outsider who is invisible, ignored, isolated and marginalised in the 
space of level one. The subject position James is placed in further implicates that level one becomes 
an unfavourable, exclusionary and non-belonging place for James. In other words, through the 
intra-action, I see James is produced as an isolating, ignorant, invisible and marginalised subject 
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and the space of level one is made sense of as a place where NS teachers are not popular with 
students and his NNS colleagues. 
Through the examination of how the subjectivity of NNS English teachers, students and 
James is constituted through intra-action in the space of level one, we could see that subjectivity is 
produced rather than inherent as Foucault (2002) claims that “we are produced out of a network of 
discourses, institutions and relations”. Furthermore, it also indicates that things do not have inherent 
meanings attached to them, but their meanings are produced through intra-action with other entities. 
For example, the meanings of the space of level one are not fixed, inherent and permanent; rather, 
they are dynamic and made sense of through the intra-action. 
Further, comparing the case of James to that of his NNS colleagues, we could also see that 
whiteness does not stand for power and privilege as suggested in the literature. Rather, it gains its 
meaning through the intra-action between the white and non-white bodies. The case of James in the 
space of level one lead me to wonder the possibility of disrupting the privileged whiteness. What 
follows is a discussion of the privileged whiteness and how we make sense of it. 
The privileged whiteness 
Traditionally, ‘race’ has been used as an identifying category to divide people into separate 
groups based on their biological traits, such as the texture of hair, the colour of skin etc. It seems 
that “the body ‘says’ something” (Jackson & Mazzei, 2012, p. 121) about itself to distinguish itself 
from others (white vs black). I think the body acts like a machine, body-as-machine, which does not 
merely say something but also produces something in every encounter with other bodies (both 
human and non-human). That is, instead of emphasising what the body says, I am more interested in 
what the body produces. Furthermore, the body not only affects but also is affected simultaneously. 
Here, calling attention to race is not a return to the essences of race and to do categorising. Rather, I 
intend to account for a way in which the intra-action between the bodies (the material of race) and 
our ideas regarding race (the discursive constructions of race) produce something which can not be 
produced singularly. 
Given in the NS-NNS dichotomy chapter, the NS English teachers who have white skin 
color are preferred in the job market and always seem to enjoy their superior status over others who 
are not white, especially because their first language is English in the industry of TESOL (Giri & 
Foo, 2014; Guo & Beckett, 2012; Price, 2014; Todd & Pojanapunya, 2009). In the ELT context in 
Taiwan, the stereotypical image of NS English teachers refers to those who are white and from the 
USA owing to the close political connection between Taiwan and the USA (Lu, 2011). As such, 
being ‘white’ is much more crucial and determinant in affecting the employers’ decision about 
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which NS English teacher will be recruited than other factors, such as teaching experiences, 
professional certification, academic background and so on, as the school manager stated: 
James is still a new teacher here since he just joined us last month. Before he got 
this job, he did not have any related teaching experiences and his educational 
background has nothing to do with education or English language teaching. But I 
still hired him because he is willing to come here earlier to do preparation for his 
classes. The most important thing is that he is a ‘typical’ foreigner who is white and 
from the USA. I think you know that parents prefer NS teachers like James. (Taken 
from the field note.) 
The school manager’s statement that “I think you know that parents prefer NS teachers like 
James” is a belief that most of the people hold. This belief is a result of the discursive construction 
of James as a privileged white American who is more popular with parents, but it is further 
produced and reinforced in the TESOL industry and the ELT discourse in Taiwan. It turns out that 
James cannot escape his body — being white — nor can he escape the construction that makes his 
body different from the non-white students and colleagues. In other words, James is discursively 
constructed as a more popular, welcomed and privileged English teacher due to his white skin. The 
discursive-oriented account of subjectivity implies that ‘power’, ‘superiority’ and ‘privilege’ are 
attached to whiteness so that white NS teachers are regarded to be more powerful, popular and 
privileged than non-white teachers. 
However, in the analysis of James’s subjectivity in the section above, James is produced as 
an excluded, ignorant, marginalised and non-belonging subject through James’s student/colleague 
interactions and his white body. James as a white NS teacher is not privileged and popular in the 
space of level one, which not only resists the discursive construction of white teachers but also 
reminds us that the stereotypical image of privileged white teachers is problematic and needs to be 
troubled. 
Instead of saying that whiteness has several different meanings in different contexts, I would 
like to think of whiteness with Barad and see it as a phenomenon which is made sense of through 
the intra-action between entities (both human and non-human). For example, in the case of James in 
the space of level one, whiteness is acknowledged as less popular and privileged through James’s 
student/colleague interactions and the bodies (white and non-white). Seeing whiteness as a 
phenomenon breaks the limited and too general discursive account of whiteness in the field of 
TESOL and ELT in Taiwan. Further, it helps us to make sense of James's white body and the 
constitution of his subjectivity in the space of Level One and crucially it provides us a different way 
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to think of and interpret whiteness instead of being stuck in the illusion that white NS teachers are 
always more privileged, powerful and popular in the field of TESOL. 
Conclusion 
In this chapter, I demonstrate what is produced through thinking of the space of level one, 
whiteness and the bodies with Barad. I see the space of level one and whiteness as a phenomenon 
and they are made sense of through the intra-actions with entities rather than possess pre-existing, 
inherent and permanent meanings attached to them. In the above analysis, the space of level one is 
produced as a belonging and relaxing place for the three NNS English teachers and students whilst 
also a non-belonging, unfavourable, marginalising and exclusionary place for James. Instead of 
saying the meanings of the space of level one vary based on people’s perception, the analysis 
illustrates that it is acknowledged through intra-activity and its meanings are produced in the 
process. 
Moreover, through applying Barad to the analysis in the space of level one, I see that NNS 
teachers are produced as welcoming subjects for the students while James is an invisible, isolated, 
non-belonging and marginalised machine who is there caring for his own business (such as doing 
preparation for coming classes). The isolating, non-privileged and ignorant subject position of 
James contradicts with the findings in the literature suggesting that NS English teachers are more 
privileged, popular and welcomed than their counterparts (Giri & Foo, 2014; Guo & Beckett, 2012; 
Price, 2014; Todd & Pojanapunya, 2009). The conflicting findings indicate that whiteness does not 
guarantee prestige and does not have pre-existing meanings (more privileged, popular and 
powerful). Rather, through reading James’s subjectivity diffractively, I argue that whiteness is made 
sense of in the intra-actions between the ways James interacts with students and his NNS colleagues 
and the bodies of students, NS and NNS English teachers, which corresponds to Barad’s words: 
“difference is understood as differencing: differences-in-the-(re)making” (2014, p. 175) and 
differences are being made rather than given or fixed (2014).  
After exploring what happens in the space of level one, I head to the classrooms on level 
two and Four to observe the classes. In front of me were stairs, which connected level one and the 
classrooms. In order to reach my destination, I stepped on the staircase one by one to move myself 
to get there. Before heading straight into the classrooms, I would like to talk about whom I ran into, 
what I experienced and how I felt in the space of stairs. Hence, what follows is a discussion of what 
happens in the space of stairs by examining what students, NNS, and NS English teachers are made 
as, through the intra-activity among the bodies, English-only policy, surveillance gaze, and the 
space of the stairs.
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CHAPTER 10: Stairs 
Without doubt, stairs, for most of us, refer to “a set of steps leading from one floor of a 
building to another, typically inside the building” (Oxford Living Dictionaries, 2018). But, except 
for the connecting function, have you ever thought that stairs might have a different meaning? 
Recalling my memory when I was a buxiban English teacher, stairs, for me, were a place where not 
only I but also students could escape from the domination of the buxiban under the surveillance of 
the cameras. I would say that for me stairs do not just function as a connection without any further 
meaning; rather, they refer to a space where I could relax a little bit, escape the control and 
domination of the buxiban and the power exercised upon my body. Hence, I would like to think of 
stairs as a place where I feel secure, relaxed and powerful rather than just a place which leads me 
from one level to another. On my way to the classrooms, while climbing the stairs, I wondered what 
stairs meant to me, teachers and students as well as how stairs were interpreted instead of being 
seen as a connection only. 
Intending to explore what stairs meant, I refused the inherent, permanent and pre-existing 
meaning attached to stairs, but rethought stairs within Barad’s agential realism to see the space of 
stairs as an apparatus which intra-acts with the English-only policy, the surveillance of the cameras 
and the bodies to produce something new, such as subject positions, meanings etc. Through its 
intra-action with others, the space of stairs is simultaneously made sense of while several subject 
positions are produced. Here I argue that stairs are viewed as “apparatuses which are themselves 
phenomena” (Barad, 2007, p. 170) which is made sense of through the intra-action with all the 
relevant apparatuses involved. I intend to illustrate how stairs as a phenomenon are made sense of 
and how stairs as an apparatus affect the constitution of subjectivity. Further, I argue that the 
constitution of subjectivity is itself a phenomenon and it affects the representation of stairs. That is, 
the relationship between what stairs are produced as and the constitution of subjectivity is entangled 
and mutual rather than unidirectional.  
I start this chapter by discussing the space of stairs, followed by the English-only policy and 
the surveillance gaze of the cameras and end it with an examination of what happens in the space of 
the stairs through looking into what stairs are produced and how subjectivity is constituted. 
Stairs 
The buxiban is a four-level building and, as mentioned in the previous section, there is no 
classroom on level one, this level is used as a space for greeting parents, a waiting area, and before-
class preparation. Classrooms are located on level two, three and four and on each level are two 
classrooms. Before the class starts, students are asked to stay on level one, stand in a line and wait 
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for their teacher to lead them to the classroom. There was no lift in this school, so in order to get to 
the classroom everyone had to use the stairs which originated from level one and reach to all the 
levels. 
The space of the stairs seems to have no function, purpose, or meaning on its own. It is just 
like an area which is in between without any specific or concrete meanings attached to it. Standing 
in front of the stairs, I started wondering what they function as and what they mean to me. Looking 
at the stairs, I feel that they serve as both an entry and an exit simultaneously. One end connects 
with the exit leading to level one and the other leads to the entry to each classroom. The function of 
both an exit and entry brings me to the concept of threshold as stated below: 
In architecture, a threshold is in the middle of things. It exists as a passageway. A 
threshold has no function, purpose, or meaning until it is connected to other things 
different from itself. Thresholds contain both entries and exits; they are both/and… 
The excess of a threshold is the space in which something else occurs: a response, an 
effect. Once you exceed the threshold, something new happens. (Coleman & 
Ringrose, 2013, p. 116) 
With the thought of the space of stairs as a threshold, I think that the space of stairs is a 
place where transformation occurs, new things emerge and things are made sense of. But, how does 
this happen?  
In this buxiban, stairs, for students or teachers, are also a space where they can escape from 
the force of English and the surveillance of the buxiban because they are allowed to speak other 
languages and the cameras there only record the images but no sound at all. Compared to the space 
on level one and the classroom, the space of the stairs could be said to be a space where students 
and teachers are able to act freely to do or say what they want to without worrying about being 
punished. When looking into what happens in the stairs, I think that exploring the intra-activity 
between the English-only policy, the surveillance of cameras and the bodies in the stairs could 
make the transformation and the meanings of stairs as a threshold visible. Hence, when moving into 
the stairs, I explored what the space of stairs, as an apparatus, did to the bodies, what was produced 
and what meanings the space of stairs gained through the intra-actions between the bodies, the 
space of stairs and the policies. Below follows a brief introduction of the English-only policy and 
the surveillance gaze of the cameras in the buxiban. 
The ‘English-only’ policy 
In order to create a whole English learning environment for students, English is used as a 
medium of instruction and the ‘English-only’ policy is employed in a lot of buxiban. Some buxiban 
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apply the English-only policy to the whole school. That is, as long as you are in the buxiban, the 
only language you can speak is English. On the other hand, some employ it in the classrooms only 
and students are required to speak English only when they are in class. In some buxibans, this 
policy applies to students and teachers only, but not administrative staff which it does to everyone 
in other buxibans. The buxiban where I did data collection belongs to the latter one in which 
students and teachers are allowed to speak other languages outside the classrooms, such as the 
waiting area on level one, the stairs etc. And the policy does not apply to the administrative staff, 
but students and teachers. 
The English-only policy is not just a rule that regulates which language is allowed and 
which is not. Rather, I would like to think of the English-only policy in the classroom as a material 
force, which partly constitutes what a ‘good’ student/teacher means in the classroom — a ‘good’ 
student/teacher must speak English only when he/she is in the classroom. It means that the English-
only policy constrains what language students and teachers should speak in order to be a ‘good’ 
student or teacher. That is, in order to fit in the subject position of a ‘good’ student or teacher in the 
classroom, they have to abandon their first language and adopt English immediately when they step 
into the classroom. The English-only policy, as a force, creates classrooms as a space that constrain 
students’ or teachers’ use of language and produces a subject position of a ‘good’ student/teacher 
who only speaks English in class. As well, it also prompts classrooms into a space that welcomes 
English native speakers who are put in a privileged, powerful and dominating position and 
simultaneously deters non-native speakers of English (in this case students and NNS teachers) who 
are placed in a less privileged, powerful and dominating position. 
Here we can see the power of the English-only policy is exercised on the bodies of English 
native speakers and English non-native speakers and knowledges that a ‘good’ student or teacher 
emerges through the intra-actions between the bodies and the language policy in the classroom. 
However, the power relations are not only oppressive, dominating people from top to down; rather, 
they circulate in the classroom and they are productive (Foucault, 1980). In class, some students 
always ‘violate’ the English-only policy to resist the produced subject who speaks English only and 
against the power relations that are exercised upon them. One of the ways they do so is to find an 
excuse to leave the classroom (i.e. they may ask to go to the toilet) and stay in the stairs where they 
can escape not only the force of the English-only policy but also the ‘surveillance gaze’ of the 
classroom cameras.   
The ‘surveillance gaze’ of the cameras 
Most of the buxiban in Taiwan set up at least two cameras in the upper corners of the 
classrooms for surveillance purposes to see if there is any misbehaviour of students or poor teaching 
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of teachers. Some of them videorecord all the classes while others do not do videorecording, but 
just turn the cameras on to watch what is happening in the classroom when necessary. The buxiban 
where I went to do classroom observations and interviews is the latter one. A monitor connecting 
with all the cameras in the buxiban is placed on the desk of the school manager who can check what 
is happening in each classroom when she wants to. The cameras in the classrooms record not only 
images but also sounds. That is, what you do or say in the classroom is under surveillance of the 
school manager or those who have access to the monitor. Not only teachers but also students are all 
aware of the existence of the cameras in the classrooms. Due to the surveillance gaze of the cameras, 
teachers and students pay attention to what they do or say in the classroom since they know clearly 
they are being ‘watched’. I feel that the setting of cameras in the classrooms is quite similar to 
Bentham’s concept of ‘Panopticon’ (cited in Faubion, 2002) because people in the classroom are 
aware they are under surveillance by someone, but they have no idea who this person is going to be. 
The buxiban is not like the prison and has another place where both students and teachers can 
escape the ‘surveillance gaze’ of the cameras. This place is the space of the stairs where cameras 
are also set up, and they only record the images but not sounds. Owing to no sound being recorded, 
for students and teachers, they feel that this space of stairs is a ‘safe’ space for them to feel free to 
speak other languages, say what is not allowed in the classroom and avoid being punished for doing 
so.  
The stairs as a transforming space 
In terms of subjectivity, Foucault (2002b) suggests that we are not always the same and it is 
impossible for us to remain the same. In the previous two chapters, I, without wearing the red T-
shirt, was produced as an outsider who was ignored and did not belong to the school in the space of 
level one. ‘Was I always an outsider in the school?’ I ask myself and wonder who I would be in the 
school outside the space of level one. In order to go to the classrooms which are located on level 
two, three and four, inevitably, stairs were the only way for me to get there. In the space of stairs, I 
do feel that I am in a process of transforming from an outsider on Level One to a researcher or an 
observer as indicated in the data below: 
Before the classes started (4:30 pm), I got to move myself to the classrooms to set up 
my cameras and get everything ready for the coming classroom observations. Taking 
all my gear with me, I climbed the staircases in order to get to Level Four where the 
classroom was located. I felt the stairs were going to lead me to a place (a 
classroom) in which I was viewed as an ‘observer’, a ‘researcher’ etc. With each 
step I took, I was feeling more and more anxious since I was much closer to the 
classroom in which I was going to be an ‘observer’ - a subject position which I was 
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in for the first time in my life till this moment. On my way to the classroom, I 
couldn’t stop worrying about what will happen, if students or teachers will feel 
bothered etc. 
My worries and anxiety made me move very slowly on the stairs. With each step I 
took, I murmured to myself ‘you will be fine’, ‘don’t worry’. ‘Everything will run 
very smoothly.’ etc. This self-persuasion took place every time when I was on the 
stairs. (Taken from my reflection.) 
The main purpose of my visit in this buxiban is to do classroom observations and interviews 
for my research, which situates me in a subject position of a researcher or an observer. On my way 
to the classroom where the subject position of a researcher or observer is produced for me, the force 
of the stairs creates a space in which I am in a process of ‘accepting’ to be a researcher or an 
observer. My awareness of the produced subject position and my self-persuasion indicate how the 
force of the stairs intra-acts with my body to produce me as a subject who is transforming to a 
researcher or an observer as well as new knowledges about me are produced - I am not just an 
outsider who does not wear the red T-shirt, but a researcher who is going to do classroom 
observations and interviews in the classroom. That is, I am in a process of becoming-a/an-
researcher/observer in the space of stairs and simultaneously we could say that the space of stairs is 
made as a place where transformation occurs and new things are produced. 
Like me, James with his red T-shirt on is produced as an invisible, ignorant and 
marginalized subject in the space of Level One. The stairs are a space connecting Level One where 
James is made powerless and less privileged and the classroom where NS English teachers are 
discursively constructed as privileged, powerful, popular and dominating due to the employment of 
the ‘English only’ policy. In the space of the stairs, James is in a process of transforming from a 
powerless and less privileged subject to a powerful and privileged produced subject. Saying it in 
Barad’s way, the stairs as a material force intra-act with the body of James and he is being produced 
as a powerful, privileged and dominating subject on his way to the classroom.   
Based on the discussion above, the stairs as an apparatus with the material force intra-act 
with the bodies of me and James to make the transformation process visible and they lead to the 
occurrence of new subject positions. As importantly, in the process of transformation, the stairs are 
also made sense of as a transforming space and gain their meaning, which corresponds to Barad’s 
claim that things not merely affect but also are affected simultaneously (Jackson & Mazzei, 2012) 
and ‘apparatuses are themselves phenomena’ (Barad, 2007, p. 170). In this section, I illustrate how 
the stairs affect and are affected as well as how meanings are made through the intra-activity, rather 
than pre-exist. What follows is another example showing how the stairs affect and are affected as an 
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apparatus and a phenomenon simultaneously through looking into what happens to students and 
NNS English teachers in the space of the stairs. 
 
The stairs as a safe space 
Applying Barad to the stairs enables us to shift our focus from what stairs are to what stairs 
are produced as. Instead of always being a place where transformation happens, below, I further 
demonstrate how stairs affect and are affected at the same time to prompt the emergence of 
something new.  
It is not uncommon for me to run into students gathering in the stairs, sitting on the 
staircases and talking to each other in Chinese or Taiwanese happily. In the stairs, they are not 
bound to the ‘English only’ policy as well as they are not heard via the surveillance gaze of the 
cameras. In this area, they feel free to speak any languages other than English as much as they want 
without worrying about being punished by doing so. I also notice that some students who always 
keep silent in class are totally different when they are on the stairs. They talk a lot to or interact with 
others or even teachers or administrative staff who pass the stairs. From their smiles scattering on 
their face, I could feel the happiness they are enjoying when they are in the space of the stairs. 
Except for students, sometimes NNS English teachers and students have ‘informal’ talking to share 
something that is not ‘good’ to be heard in the classroom. 
What I encountered in the stairs pulled me back to the time when I was a buxiban 
English teacher. Both my students and I were aware of the existence of the cameras 
in the classroom and we were all constrained by the ‘English only’ policy. So when 
we would like to say or do something ‘bad’, coincidently, we moved ourselves to the 
stairs to do it. To be honest, I felt very ‘safe’ and ‘free’ in the stairs where I could 
say or do something that is thought not ‘good’ without being heard by the school 
manager or others. Sometimes I felt the space of the stairs was a place in which I 
could be who I wanted to be without any constraints. (Taken from my reflection.) 
From the above excerpt data, the stairs, as a material force, intra-act with the bodies, the 
English-only policy and the surveillance of the cameras to produce students and NNS English 
teachers as a subject who escapes the domination of the force of the English-only policy and the 
surveillance of the cameras. Simultaneously, I see stairs are made sense of as a safe space that 
welcomes non-native speakers (in this case students and Taiwanese teachers) and invites an 
intimacy of bodies ‘sitting on the staircases’ and ‘talking to each other in Chinese or Taiwanese 
happily’. The force of the stairs produces a ‘shelter’ for non-native English speakers who are under 
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the domination of the ‘English only’ policy and the surveillance gaze of cameras in the classroom. 
Furthermore, these non-native English speakers are able to refuse the produced subject position of a 
‘good’ student or teacher who always follows the ‘English only’ policy and says/does something 
good. Their refusal to accept the presumed subject position of a good teacher/student indicates their 
resistance to power which is exercised on their bodies. As such, their resistance keeps power on the 
move via their bodies as well as results in the dynamics of subjectivity- in a process of becoming.  
The stairs viewed as a material force are not the only force producing intra-actions. How 
students, NNS, NS teachers and I experience this space intra-acts to produce different meanings of 
the stairs. The feeling that I experience this space as a place where James and I are in a process of 
accepting the produced subject position of a privileged subject/ a researcher leads to the stairs as a 
transforming space in which James is a becoming-a-privileged-subject and I am a becoming-a-
researcher. On the other hand, students and NNS teachers experience the stairs as a safe space like a 
shelter in which they feel secure and free, they refuse the produced subject positions of a ‘good’ 
teacher/student and they are in their becoming-a-not-good-teacher/student. The stairs function as a 
space which both accepts some subject positions (a researcher) and rejects some subject positions (a 
good teacher/student).  
To read the stairs diffractively, the stairs as a threshold through which something new is 
produced (Coleman & Ringrose, 2013) create a diffraction in which transformation is happening. 
This diffraction passes both two ways: refusal and acceptance. That is, through the stairs, a response 
(i.e. refusal or acceptance) or an effect (i.e. differences) occurs (Jackson & Mazzei, 2012), which 
further leads to different becomings. Students, NNS, NS teachers, and I are all in our own becoming 
of someone else. In spite of the emerging different becomings, this space is where the NS-NNS 
differences occur and the NS-NNS boundary is becoming clearer and clearer. Moreover, the stairs 
do not have any inherent meanings attached to them; rather, they are experienced as a safe or 
transforming space via their intra-actions with students, NNS, NS teachers and me.  
Conclusion 
In this chapter, I illustrated how the space, bodies and non-human entities intra-acted with 
each other and multiple subject positions and meanings occur. Under the force of the English-only 
policy and the surveillance of the cameras, the space of the stairs turns into a place where students 
and teachers show their resistance to the power exercised upon them, make power on the move and 
transform into a subject who could escape from the force of English and cameras. Additionally, for 
James, an NS English teacher, the stairs create a space which leads to the classroom where he is 
discursively constructed as more privileged, powerful and dominating than his NNS colleagues. 
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Moreover, for me, stairs function as a space through which I am in a process of becoming a 
researcher or observer. 
Among the emerging subject positions for students, NNS, NS English teachers and me, we 
could see that the meaning of stairs is not fixed, but dynamic since multiple meanings of stairs 
occur: a safe space for students and NNS English teachers, a transforming space for NS English 
teachers to become powerful, dominating and advantaged and a space leading me to the produced 
subject position as a researcher or observer. The dynamics of meanings of the stairs correspond to 
Barad's claim that differences are within; differences are formed through intra-activity, in the 
making of ‘this’ and ‘that’ within the phenomenon that is constituted in their inseparability” (Barad, 
2014, p. 175). And “it is through specific agential intra-actions that the boundaries and properties of 
the components of phenomenon become determinate and that particular embodied concepts become 
meaningful” (Barad, 2003, p. 815). Furthermore, this moves beyond the conventional human 
agency and indicates not only human but also non-human agency is capable of affecting or being 
affected (Deleuze, 1988; Fox & Alldred, 2015). 
Seeing stairs as a phenomenon tells us that the meanings of stairs are not fixed, inherent, 
unchangeable and permanent; rather, the meanings are made through the intra-activity as Barad 
suggests. Thinking of apparatuses as phenomena, I think that the body of the individual could be 
seen as an apparatus and a phenomenon in the process of the constitution of subjectivity. The body 
intra-acts with others to produce the individual as a subject and simultaneously the body is made 
sense of during the intra-action. It implicates subjectivity never reaching stability, but it is dynamic 
and always in an ongoing process of being reformed as Jackson and Mazzei (2012) suggest: 
subjectivity is never stable but it is constantly shifting in response to particular 
situations and conditions, and notions of subjectivity capture this active process of 
taking up certain subject positions in an ongoing process of “becoming” - rather than 
merely “being” - in the world. (Jackson & Mazzei, 2012, p. 53) 
After stepping on the last stair, the classroom where I am going to do classroom observation 
is right in front of me. Feeling nervous and anxious, I reach my hand out to push the door open. I 
am about to enter the classroom to observe what is going to happen in the classroom. In the 
following chapter, I lead you into James’s classroom to explore what happens in the buxiban 
classroom through the examination of the constitution of the subjectivity of James. 
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CHAPTER 11: In James’s classroom 
After passing through the door of the buxiban, level one and the stairs, we are about to enter 
the classroom. In this chapter, I am going to lead you to enter the classroom to see what happens 
and explore what teachers are produced as through the intra-activities between human and non-
human entities. In this chapter, I intend to think of student-teacher or human-nonhuman interactions 
within Barad’s agential realism and see interactions as apparatuses with the material force to intra-
act with the bodies to affect the formation of subjectivity of teachers and students. Crucially, I argue 
that subjectivity as a phenomenon is made sense of through the intra-activity rather than existing 
prior to intra-activity. That is, subjectivity is produced or made rather than pre-existing. 
Through reading the constitution of subjectivity diffractively, I illustrate how human and 
non-human entities affect the formation of subjectivity and simultaneously what an NS English 
teacher is made as through his interactions with others. This chapter begins with a description of the 
arrangement of the classroom, continues with a discussion of how we perceive a space as a 
classroom, followed by an exploration of who is privileged in the classroom and how discourse is 
materialized. The chapter ends with an analysis of what happens in the classroom of James through 
examining the constitution of the subjectivity of James. 
The arrangement of the classroom 
Before the first class started at 4:30 pm, I grabbed my gear, two cameras and tripods, and 
moved very slowly in the stairs which led to the classroom located on level four. With some 
hesitation, I pushed the door open and stepped into the classroom. The first thing that came to me 
was a big window in the back of the classroom, and the chair-desks were arranged against the walls 
when the door was pushed open. Standing at the door for a few seconds, I entered the classroom 
(Figure 18) to start my journey of ‘collecting data’. 
After entering the classroom, I stood in the back of it, looking around. There was a 
whiteboard in the front of the classroom and a small teacher’s desk was placed in the right corner in 
the front of the classroom. Next to the teacher’s desk were two three-story cabinets on which were a 
CD player and a telephone. The colour of the walls, a combination of white and light green, caught 
my attention and made me feel ‘warm’ instead of ‘cold’ compared to that of the classrooms of the 
formal schools. Furthermore, the walls were decorated with posters on which there was some 
English vocabulary, English alphabet etc. Except for the posters, on the wall, on the right-hand side 
of the classroom was a huge painting in which a boy was reading an English storybook happily with 
an English sentence ‘Who is he?’ on the wall (Figure 19). Apparently, not only the posters but also 
the painting on the walls implied that this space was designed for English classes. 
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Figure 18: The classroom of buxiban. Source: Author.  
 
 
Figure 19: The painting on the wall of the classroom. Source: Author. 
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‘Who is in a privileged or dominating subject position in this classroom?’ popped out when 
I took my two cameras out of my bag and set them up for the coming classroom observation: one 
was placed in the front left corner behind the door while the other was in the directly opposite 
corner. Normally, teachers are perceived as more powerful and dominating than students in the 
classroom since they are the ones who are in charge, give orders and have authority (Esmaeili, 
Mohamadrezai, & Mohamadrezai, 2015), which lead me to think of where power comes from. Is 
power from the school manager? Or is power from the subject position teachers occupy? Or other 
things? When setting up the cameras, these questions occupied my mind and I was becoming more 
and more interested in where power came from and how it made teachers powerful and dominating 
in the classroom. Abandoning the normative reading of the classroom, in the following sections, I 
looked into how a space was perceived as a classroom, sought for where power was from and who 
was privileged in the power network in the classroom by reading the classroom deeply, differently 
and diffractively. 
How was a space perceived as a classroom? 
A space could be a classroom, a bedroom, a meeting room and so on and there could be an 
endless list of its functions. You may have experienced that the same space is viewed differently by 
people who use it for different purposes. For example, the space of Figure 20 could be understood 
as a classroom when teachers and students are doing teaching and learning there. It could also be 
regarded as a place for interview when I conducted interviews with teachers there. The multiple 
meanings of a space lead me to think that space does not have fixed and unchangeable meanings 
attached to it; rather, it is seen differently due to the activities or people involved in it. The dynamic 
characteristic of space results in my thinking of how we construct the meanings of a space since I 
started doing the classroom observations. Saying it in Barad’s words, I am interested in how space 
is made sense of through the intra-activity between the people involved in it and the activities 
carried out there.  
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Figure 20: A space. Source: 
https://www.reddit.com/r/Gamingcirclejerk/comments/6rbnc0/literally_a_picture_of_an_empty_roo
m/ 
As discussed above, our interpretation of space is affected by several factors, such as people 
and activities in it, which implies that space is a product and process of socially dynamic relations. 
In other words, it is dynamically relational (Leander & Sheehy, 2004), but not fixed. Moreover, 
“how space is seen, experienced, and understood depends on the positionality of people relative to 
the space” (Moje, 2003, p. 15 in Leander & Sheehy, 2004), which means there are different 
perceptions of a given space depending on people’s identities, their cultural backgrounds, and their 
positioning in society. It means that the meanings of a specific space vary under the influence of 
participants’ identities, their cultural backgrounds and their positioning in society. For example, a 
space called ‘classroom’ is because of the participants (students and teachers) and the activity 
(teaching and learning) they carry out in that space. In other words, the meanings of a space are 
given dependent on the different participants and activities carried out in there, as Moje (2003) 
claims that a space which is seen, experienced, and understood depends on the positionality of 
people relative to the space as well as the activity undertaken in it. Following this logic, we make 
sense of a space due to who people are and what they are doing in it. For example, traditionally, 
English language classrooms are always seen as particular settings with learners and at least one 
teacher, gathering in a place called a classroom for the purpose of English language learning 
(Erickson, 1982). It further implies that space gains its meanings mainly based on the people and 
activities undertaken in it and only the participants and activities undertaken in it have impact on it, 
not vice versa. That is, the interaction between the participants/activities and the space is 
unidirectional, but not bidirectional.  
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As importantly, this concept of a classroom seems to view the subject positions and space as 
fixed rather than dynamic. However, from a poststructuralist point of view, McDermott (1976) 
claimed that “a teacher cannot maintain the positioning of a teacher without the help of students, 
and so on” (pp. 94–95). Moreover, he indicated that the participants in a space create contexts for 
each other, which further constitutes the reality of that environment for each other. Put in a different 
way, the interactions between people create new contexts for each other in which new subject 
positions are produced and lead to an ongoing becoming-subjectivity. Based on this perspective, the 
relationship between the space and its participants is limited to unidirectional. Only the activities 
and interactions of its participants (humans) affect the space, but space has no impact on the 
subjectivity of people. Crucially, the impact of non-human entities is excluded in the constitution of 
the meanings of space and subjectivity of people. Hence, the one-way relationship leads me to 
wonder how we make sense of a space in which no event is taking place by any people and if non-
human entities affect the way we acknowledge a space. 
Wandering around the buxiban, I noticed that all the classrooms were arranged the same as 
the one I described above. I sensed them as an English classroom due to the whiteboard, chair-desks, 
CD player, English learning posters and paintings on the walls. Those things contributed to my 
understanding of these spaces as a place for English teaching and learning; that is, an English 
classroom. In these spaces, the whiteboard, chair-desks, CD player, the English learning posters and 
paintings on the walls indicated they are spaces of teaching and learning. Furthermore, the language 
on the posters and paintings implied them as an English classroom rather than a classroom for 
Chinese, Science, Mathematics etc. In other words, I constructed the meanings of these spaces by 
the stuff rather than the people or activities carried out in them. Moreover, the adornment in this 
space communicates important or determinant information about these spaces and the people in 
them. Here we can see that the relationship between space and its participants is not unidirectional 
(participants → space), but bidirectional (space ↔ participants). As well, except for the human 
participants, nonhuman elements also contribute to our construction of what a space means and 
produce multiple subject positions.  
Examining the adornment (whiteboard, English learning posters, paintings) through Barad’s 
agential realism, I see the adornment, as a material force, intra-acts with these spaces and produces 
them as an English classroom where English is the dominating language and English teaching and 
learning are undertaken. Applying Barad to think of space, I see space is materially constructed to 
gain its meanings and simultaneously subject positions are produced for people in it, which points 
out that the material matters and not only space is affected by people or activities undertaken in it 
but also space affects them. In other words, the relationship between space and people in the space 
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is bidirectional instead of unidirectional. Moreover, this materially constructed space is 
(re)producing power relations which privilege certain people and disadvantage others due to the 
superior and dominating status of English in it. The dominating, powerful and privileging status of 
English leads me to wonder who is privileged in an English classroom.  
Who is privileged? 
As mentioned earlier, in the context of Taiwan education, students are always asked to sit 
quietly on their seats, listen to their teachers carefully and follow their orders properly (Esmaeili, 
Mohamadrezai, & Mohamadrezai, 2015). On the other hand, teachers are always powerful and 
possess the absolute authority to control almost everything in the classroom. That is, teachers are 
discursively constructed as the centre in the classroom and they are seen as the ones whom the 
classroom advantages in the discourse of Taiwanese education. In the classroom, seemingly, 
teachers are discursively legitimatised to be dominating, powerful, and privileging. ‘Is their 
legitimate, dominating, powerful and privileging position only constituted by the discourses they 
are in?’ I murmured to myself. ‘How about the other factors?’  
Foucault is interested in how discursive is made visible through both social and material 
practices, but he does not conceptualise the intra-activity between the social and material practices 
(Jackson & Mazzei, 2012, p. 130). In order to complement the limits of Foucault’s theory, I intend 
to read the dominating, powerful, and privileged position of teachers in the classroom in Barad’s 
concept of agential realism which suggests that agency is not ascribed to humans but is “understood 
as attributable to a complex network of human and nonhuman” (Barad, 2007, p. 23). That is, both 
human and nonhuman entities matter in discussing the constitution of subjectivity. 
As discussed in the section above, the adornment (the English learning posters and the 
paintings on the walls) as a material force intra-acts with the space and produces it as an English 
classroom where English is dominating and powerful. The privileging status of English in the 
English classroom is further reinforced through the employment of the English-only policy which 
intra-acts with the bodies of NS and NNS English teachers to produce NS as more powerful and 
privileged than NNS. Through these intra-activities, we can see that the dominating, powerful, and 
privileged position of NS is constructed not only discursively (in the discourse of TESOL, Taiwan 
education and so on) but also materially (the English-only policy and the adornment). In other 
words, these practices illustrate the ways in which the material and discursive intra-act to produce 
NS as a subject who is more dominating, powerful, and privileged than NNS in an English 
classroom as Foucault suggests that subjectivity is relational. 
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Given in the theoretical chapter, “Foucault’s theories fail to provide an adequate account of 
the relationship between discursive practices and material phenomena” (Barad, 2007, p. 146), in the 
following analysis, I apply Barad’s theory to look into how subjectivity is constituted, shaped and 
reformed in an ongoing process when human and nonhuman entities interact with each other. By 
reading interactions with Barad, I see interactions as a material force intra-acting with the bodies of 
humans (such as, NS, NNS English teachers and students) and nonhuman entities to explore how 
the bodies are affected, what the bodies do in response to these interactions, and what is produced 
through the intra-actions. Below I start with a discussion of the significance of interaction in the 
classroom, followed by a rethink of interaction in a different and diffractive way. 
Do interactions matter in the classroom? 
Undoubtedly, ‘interaction’ plays a very crucial part in our daily life since inevitably 
everyone has some interactions with others around them. In the classroom, interaction has played a 
significant role in improving students’ language learning as Karjo (2015) suggests “classroom 
interaction is one of the primary means by which learning is accomplished” (p. 349). The 
significance of the interaction in the classroom could be indicated from two perspectives. From a 
psycholinguistic point of view, interaction studies have shown that negotiation of meaning leads to 
greater individualised understanding (Brown, 2015).  
From a socio-cultural point of view, cognitive development (Chappell, 2014) occurs, at least 
initially, in social contexts (such as classrooms) and language, when used in social activities, can 
serve as a mediating tool in high-order mental processing such as problem-solving (Di Camilla & 
Antón, 2012). Social interactional activities can provide opportunities for learners to externalise 
their thoughts and reconstruct their thinking (Rojas-Drummond & Mercer, 2003). In addition, 
learners may be provided with ‘scaffolding’ (Bruner, 1977) during interaction so that they can make 
progress within the ‘Zone of Proximal Development’ (Vygotsky, 1978).  
Interaction occurring in the classroom appears to be in a crucial position in the development 
of students’ language learning. Furthermore, among all types of interactions, student-teacher 
interaction in the classroom has always caught significant attention and interest from researchers 
(Abd Kadir & Hardman, 2007; Hardman, Smith, & Wall, 2003; Vaish, 2008; Wedin, 2009). A lot 
of research has been conducted to explore issues related to the effects of student-teacher interaction 
on students’ language learning. For example, previous studies on student-teacher interaction focus 
on investigating the importance of effective classroom interaction strategies (Rivers, 1987), the 
learning environment constructed by teachers (Mackey 1999), the teacher domination of the 
student-teacher interaction in the classroom （Milal, 2011), and pattern of interaction (Abd Kadir & 
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Hardman, 2007; Hardman et al, 2003; Vaish, 2008; Wedin, 2009). These studies tend to investigate 
the relations between the student-teacher interaction and language learning through examining the 
discourses in the classroom as well as focus on human-human (in this case student-teacher) 
interactions only. The exclusion of non-human elements in these previous studies makes me wonder 
about the possibility of rethinking the definition of ‘interaction’ deeply, differently and diffractively.  
Rethinking interaction differently and diffractively 
While rethinking what ‘interaction’ means, I looked its definition up in the online English 
dictionary and it said interaction refers to two or more people who communicate or react to each 
other and produce reciprocal influence on each other (Cambridge Dictionary, 2018). When 
interacting with each other, we affect others and simultaneously we are being affected by them; 
putting it differently, the influence of interaction is mutual, but not unidirectional and we are the 
products of our interactions with others as Vygotsky (1989) claims “we become ourselves through 
others”. Seeing us as products of interaction, interaction seems to have a life of its own and it 
produces who we are. In other words interaction ‘possesses’ force which is able to produce us as 
certain subjects or we are being constructed in the process of interacting with others.  
Thinking interaction with Barad, I see that interaction as an agent with a material force 
intra-acts with the bodies to produce multiple subject positions. Reading interaction as a material 
force leads us to see that subjectivity is not discursively constructed only; rather, the material matter 
in the formation of subjectivity. Moreover, in applying Foucault, I think various subject positions 
are formed by the force of the self-other interaction and the subjectivity is in an ongoing process of 
being shaped, formed and reformed under the interweaving of the interaction among others (both 
human and non-human) in a specific space. Hence, in the following sections, I would like to rethink 
interaction (human-human, human-non-human, verbal-non-verbal) within Barad’s agential realism 
by seeing interaction as an agent with a material force which intra-acts with the bodies to affect the 
constitution of subjectivity of NS, NNS English teachers and students respectively. In the rest of 
this chapter, I explore what James, an NS English teacher, is produced as, through the intra-activity 
by looking into what interaction (human-human and human-nonhuman) does to the bodies and what 
is produced.  
In James’s classroom 
NS English teachers are discursively constructed as more powerful, dominating and 
privileged than NNS English teachers due to the unbalanced power relations existing in the 
discourses. Moreover, in the English classroom, NS English teachers are further produced as a 
privileged and dominating subject due to the material force of adornment and the English-only 
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policy intra-acting with the bodies as discussed above. However, the superior subject position NS 
English teachers are placed in is problematic as indicated in The NS-NNS dichotomy chapter 
(Chapter 4). In this section, I argue that NS English teachers are not always in a superior and more 
powerful subject position than their counterparts by demonstrating what James, a white NS 
American English teacher, is produced as, through the intra-activity from three dimensions, student-
teacher, NS teacher-NNS teacher, and human-nonhuman interactions. 
The interactions between James and students 
Native English speakers are discursively and materially constructed as subjects who are 
dominating, powerful, and privileged in the English classroom. James, a young and white American, 
is the only native English speaker teacher in this buxiban and is supposed to be dominating, 
powerful, and privileged in the English classroom. Along with being ignored in the open space on 
level one, James seems not to enjoy the produced privileged subject position and not benefit from 
the English-only policy at all; rather, he is caught up in power struggles when interacting with 
students in the English classroom. I look into the interactions between James and students from 
students’ mind-absence and their violation of the English-only policy. 
Students’ mind-absence  
In James's class, I noticed that students were not very focused in class (they may look 
around the classroom instead of looking at James, do some drawings on their textbook, talk to their 
classmates, and not follow James’s order) (Figures 21 to 23). So James had to force his students to 
follow what he said to them several times as shown below:  
When doing vocabulary review, James asked students to repeat after him, but they 
did not follow James’s instruction properly. James was a bit mad at students and 
asked them to repeat after him together since he noticed that some students were not 
focused or they don’t listen to him carefully. So he had to use his ‘authority’ or 
‘power’ to force them to do what he said by saying ‘I want EVERYONE to repeat 
what I say together. I know some of you do not do what I say.’ (Taken from 
classroom observation.) 
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Figure 21: students talked to each other and mind-absent. Source: Author. 
 
Figure 22: The student did drawing in the textbook. Source: Author. 
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Figure 23: Students looked around. Source: Author. 
While doing so, James always moved himself right in front of the students and pointed at 
them with his finger or bent his waist to make himself at the same height as the students to make 
direct eye contact with them to let them know that he was talking to them ‘seriously’. In so doing, 
James’s body gestures (finger pointing, lower height, his position close to his student etc.) intra-acts 
with his body and positions himself in a position of ‘authority’ or ‘power’. As well, his body 
gestures produce students as a subject who have to be focused and follow his orders properly. That 
is, James’s body gestures produce a response, not just in James, but also in how students act 
differently (from mind-absent to focused). Here, we can see that the ‘authority’ of James emerges or 
is produced through the intra-activity between his body gestures and his body rather than inherently 
attached to his subject position as a teacher. 
Applying Barad to students’ mind-absence, I see that students’ mind-absence as a material 
force intra-acts with the body of James to produce him as a subject who is not paid attention to by 
students because they do not listen to him carefully or follow his instruction properly. Furthermore, 
thinking students’ mind-absence with Foucault’s power relations, I see students’ mind-absence as a 
resistance against James’s produced privileged subject position to keep power on the move via their 
bodies and produce James as less powerful than them. James’s less privileged, powerful and 
dominating status is also indicated in students’ violation of the English-only policy discussed in the 
following section. 
Students’ violation of English-only policy 
Apart from being mind-absent, students always 'break' the English-only policy during the 
class. For example, they keep speaking Chinese to each other or James almost all the time. Though 
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James stops them from doing so by reminding them ‘NO CHINESE’ (Figure 24) in the classroom 
several times, students still speak Chinese rather than conform to the English-only policy as shown 
in the data below: 
James divided students into three groups and asked them to do group discussion in 
English. However, even though James stood in front of them, they still used Chinese 
to talk to each other. James heard them speaking Chinese and said ‘no Chinese’ to 
them several times. Students listened to him quietly. Then, some students stopped 
their discussion rather than used English while others still spoke Chinese regardless 
of James’s reminder. (Taken from classroom observation.) 
 
Figure 24: James’s reminder of ‘no Chinese’. Source: Author. 
The reason why they refused to speak English is not because they did not understand James. 
I found that they did understand James’s order since they did what he wanted them to do, such as 
having discussion in their groups. That is, they did not violate the English-only policy merely 
because they had difficulty communicating with James; rather, they did so purposefully for some 
reason. Thinking about the students' refusal to adopt English as a medium of communication in 
Foucault's power relations, I see students' refusal as a resistance to the force/power of English 
which was exercised on their bodies through the body of James, who is a white English native 
speaker discursively and materially constructed as a subject who is dominating, powerful, and 
privileged in the industry of TESOL and the English classroom.  
Being a white English native speaker seemed to automatically ‘assign’ James this superior 
subject position in the classroom. However, as argued in Chapter 5 (How is truth made?), things do 
not have any inherent attached meaning (Barad, 2014), so I argue that ‘whiteness’ and ‘English 
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native speaker’ do not have pre-existing meanings, such as privilege, superiority and power 
attached to them. Rather, they are made sense of through their intra-activity with others. For 
example, reading students’ refusal of the English-only policy within Barad’s agential realism, their 
refusal as a material force intra-acts with the body of James to resist the power/force of the 
privileging status of English and whiteness in the TESOL industry and the English classroom to 
produce James as a subject who is not privileged. In other words, I could say that whiteness is 
acknowledged as powerless and less privileged through the intra-activities in James’s classroom, 
rather than regarded as privileged as is suggested in the literature. 
What is produced in James-student interactions? 
When students encounter James in the classroom, students’ refusal to speak English only 
reveals their resistance to the produced subject position of a ‘good’ student who is dominated by 
English and must speak English only and to the force/power of the prestige of English. Their 
resistance indicates that power is on the move via their bodies and something new is produced as 
Foucault suggests that “power produces things, such as knowledge, subjectivity, and resistance” 
(Jackson & Mazzei, 2012, p. 61).  
Refusing to speak English in the classroom, students speak Chinese all the time. They do so 
as a majority group (non-native English speaker) against the force/power of English exercised on 
their bodies and simultaneously exercise power on the body of James to produce him as a subject 
who is a non-belonging outsider in a minority group (English native speaker). So each time they 
speak Chinese rather than English in the classroom, they produce particular knowledge about James: 
a non-belonging outsider who does not know any Chinese and is excluded in the majority group. 
James, as a vehicle of power, keeps power on the move by refusing the produced knowledge of him 
and the subject position of a non-belonging outsider. He keeps reminding his students ‘No Chinese’ 
in the classroom. In so doing, James shows his resistance to the knowledge and subject position 
produced by his students’ operation of power relations on his body through which power is on the 
move. Furthermore, refusing to be excluded in a majority group, James tries to ‘invade’ into their 
group by inviting the students whose team wins the game to give him a ‘high five’ and cheers for 
their victory together with him. He always initiates an invitation as follows: ‘Today’s winner is 
Team A!!! Hey, give me a high five. Team A, Team A, yah yah yah. Say it with me. Team A, Team 
A, win win win. We are the winner…’. However, his invitation does not work very well since 
students do not do or say anything in response to it. In the interview with students, they said they 
feel it is weird to do so with James because he is not in their group. 
Through the intra-activity between the James-student interactions and the bodies, James is 
materially produced as a non-belonging, less privileged and less powerful outsider in a minority 
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group instead of enjoying the discursively produced powerful, privileged and dominating subject 
position in the discourse of TESOL and ELT in Taiwan. From the analysis above, we could see that 
James is not as powerful, popular and privileged as described in the literature; and looking into how 
James-students interactions as a material force affects the constitution of James’s subjectivity 
indicates that not only the discursive but also the material matter in the process of constituting 
subjectivity. 
In the classroom, James, caught up in a power network with students, is continually forced 
to engage in practices such as reminding students ‘No Chinese’ in the classroom, getting himself 
involved in their group etc. These practices indicate not only his participation in the power relations 
but also how he understands himself in relation to others. As well, students’ refusal of the English-
only policy indicates they are trapped in power struggles with English, and the English native 
speaker (in this case James). Their refusal to speak English not only produces particular knowledge 
and subject positions of James but also produces themselves as subjects in a majority group who are 
not powerless, dominated, and less privileged. Students’ resistance also produces James as a 
marginalised outsider in a minority group (English native speakers). The marginalised subject 
position of James is also found in his interactions with his NNS colleagues in the classroom. What 
comes next is an examination of how the interactions between James and his NNS colleagues affect 
the formation of subjectivity. 
The interactions between James and his NNS colleagues 
Apart from the James-student interactions, as indicated in the previous section, James’s 
NNS colleagues are asked to be present in his classroom due to his lack of teaching experience. In 
other words, except for James and students, NNS English teachers are also in the classroom while 
James’s teaching is in progress. Without doubt, there must be some interactions between James and 
his NNS colleagues occurring in the classroom. Hence, in the following, I would like to lead you to 
explore what the James-NNS colleague interactions do to the bodies and what is produced. That is, 
I would like to think of the James-NNS colleague interactions with Barad and see them as a 
material force intra-acting with the bodies to prompt something new produced. And I read the 
constitution of James’s subjectivity with Barad by seeing it as a phenomenon which is made sense 
of through intra-activity between entities. 
As indicated in Chapter 6: The journey of data collection, the classes in this buxiban are 
structured as two classes per week and two hours per class. The NNS English teachers teach one of 
the two classes by themselves and the NS English teacher teaches from half an hour to one hour in 
maximum of each second class and then the NNS English teachers finish the rest of it. In other 
words, the NNS English teachers teach far more than the NS English teacher in this school. James is 
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not only the one English native speaker teacher but also a new teacher in this buxiban. Lacking any 
teaching experience, his NNS colleagues are asked by the school manager to be present in the 
classroom when he is teaching. His NNS colleagues are there to see how he teaches, provide 
assistance and give him some pedagogical suggestions after class. When James is teaching in the 
classroom, his NNS colleagues always sit in the back of the classroom (Figure 25), watching his 
teaching and doing their own work (e.g. marking students’ test papers) at the same time. 
 
Figure 25: Bonnie sat in the back of the classroom. Source: Author. 
Since NS and NNS English teachers cooperate in the classroom, there must be some 
frequent and intense interactions or communication between them to work as a team, such as 
working together to design the syllabus, discussing things related to their classes and so on. 
However, to my surprise, the interactions between James and his NNS colleagues are very few and 
limited. As mentioned in the Level One section, in the waiting area on Level One, James is 
excluded, marginalised, and invisible to students and his NNS colleagues since nobody talks to him 
or has any interaction with him. The lack of interactions between James and his NNS colleagues is 
also indicated in the classroom presented in the observation below: 
It was 4:30 pm and Bonnie started today’s class by doing vocabulary review and she 
was ready to play a language game with her students. All students were very excited 
about the game time and were ready to do it. All of a sudden, James opened the door 
and entered the classroom. Students were not so happy to see James at this moment 
and they made some noise (such as wow, ha) while he was entering the classroom. 
Bonnie looked a bit shocked and confused with his appearance, and she checked 
what time it was now several times by referring to the clock on the wall. Without 
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talking to James or having any verbal communication, she picked up her stuff and 
moved herself to a seat in the back of the classroom. James was not sure what he 
should do today. He asked Bonnie, ‘What you want me to do?’ Bonnie replied, 
‘Review these words.’ (Taken from classroom observation.) 
From the data extract above, we can see the communication between Bonnie and James is 
very weak because she is confused with his presence and James has no idea where she is up to by 
asking her straight, ‘What you want me to do?’. Moreover, James’s-not-knowing-what-to-do-in-the-
classroom also happened in other NNS English teachers’ classes as shown below: 
When James entered the classroom, Anita tookall her stuff with her and moved to an 
empty chair-desk. Without asking Anita where she was up to, James checked the 
class schedule by himself and started his teaching … Anita was there marking 
students’ test papers and watching his teaching at the same since she was asked to 
do so. Before moving to the next game, James asked Anita if she had any dice here. 
Anita didn’t have any with her at that moment, but she replied to James that she 
could get him some. After leaving the classroom for a while, Anita returned with a 
dice and handed it to James. 
 
In another class with Bonnie, before James came into the classroom, Bonnie left a 
note on the whiteboard telling him what he had to do today. James checked that note 
out by himself without any oral communication with Bonnie. Simultaneously, Bonnie 
was there doing her own stuff. Before James started teaching, he asked Bonnie if she 
had any sticky ball. Bonnie just replied ‘No’ to him. (Taken from classroom 
observation.) 
The classroom observation data above indicates that the interactions between James and his 
NNS colleagues are very limited because James needs to check the schedule left on the whiteboard 
by himself to see what he has to do today instead of being told by his NNS colleagues verbally. 
Further, NNS English teachers act like powerful controllers in the classroom. For example, James 
needs to do what they want him to do and they know the classroom much better than James (James 
has to ask them if they have any teaching material, such as a dice, sticky ball etc.). In other words, 
James is placed in a less powerful and dominating subject position than his NNS colleagues in the 
classroom based on his interactions with them. Instead of saying James is powerless and dominated, 
I look into his interactions with his NNS colleagues with Barad’s agential realism to see the 
interactions as a material force intra-acts with his body and produces him as a subject who is 
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dominated, controlled and powerless. Compared to James’s less-powerful subject position, his NNS 
colleagues (Bonnie and Anita) are produced as dominating and powerful subjects who dominate or 
tell James what he has to do. NNS English teachers’ dominating subject position is further indicated 
in designing the semester schedule as shown in the interview below: 
Anita: In this school, we have four semesters per year; that is, three months for one 
semester. Before the commencement of each semester, NNS English teachers will 
have a meeting to design the syllabus for the whole semester and we will provide a 
copy of it to James for reference. So he will know what he has to do in each class. 
(Taken from interview with Anita.) 
When discussing and designing the semester syllabus before the commencement of each 
semester, NNS English teachers work together as a team without James’s involvement and a copy 
of it is provided to James to follow. Here we could see that James is not only excluded in the 
meeting but also isolated from his NNS colleagues, which leads to the limited interactions between 
them and further points out the powerless, less-dominating and less-privileged subject position of 
James. 
In the classroom, compared to his NNS colleagues, we could see that James is produced to 
be a non-belonging, powerless and less-dominating subject through the intra-activity between the 
bodies and his interactions with his NNS colleagues.  
Though the ways James interacts with his NNS colleagues place them in a more powerful 
position than him, NNS English teachers do not perceive themselves more powerful and dominating 
than James in the classroom; rather, they voice that they respect and treat James as a teacher. In the 
following section, I address how NNS English teachers’ self-perception of their subject positions in 
James’s classroom is formed and discuss what James becomes, followed by James’s struggles in 
accepting the produced subject position and resistance to the power exercised upon his body. 
How do NNS English teachers perceive their subjectivity in James’s classroom? 
Based on the discussion in the previous section, James is produced as a less-powerful and 
less-dominating subject while his NNS colleagues are relatively made as a more powerful and 
dominating subject. What I found interesting is that NNS English teachers self-perceive themselves 
as equal to James in the interviews. Seemingly, conflicts thus exist between what I observed in the 
classroom and what NNS English teachers thought. In this section, I would like to explore the 
conflicts deeply through thinking of NNS English teachers' presence in James's classroom and their 
feedback to James, with Barad. In so doing, I expect to see what NNS English teachers and James 
become, respectively, through the intra-activity. Below I start this section with how NNS English 
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teachers perceive themselves in relation to James and continue with how their presence affects, 
followed by discussing what their feedback does to the bodies. This section ends with an 
examination of what is produced and how power is exercised upon James’s body. 
NNS English teachers’ presence in James’s classroom 
Given in Chapter 6: The journey of data collection James is a new teacher without any 
teaching experience, his NNS colleagues are asked by the school manager to stay in his classroom 
when he is teaching. That is, when James is teaching in front of the classroom, his NNS colleagues 
are present there to watch his teaching. During the classroom observation, I found that there is 
almost no interaction between James and his NNS colleagues when teaching is in progress. The 
reason for this is pointed out by Anita and Jack in the interview shown below: 
Anita: I respect James when he is teaching, so I don’t intervene in his class or 
interrupt him. But when students are out of control, I will intervene to manage the 
class order to let James keep teaching. Basically, I respect James and don’t do any 
intervention most of the time. 
 
Jack: When he is teaching, I have to stay in the classroom to see how he goes 
because he is a new teacher. I don’t intervene in his class because that’s his class. 
(Taken from interviews with teachers.) 
Anita emphasises that she does not intervene in James’s class, but she may help him to 
manage the class order when necessary. Based on Anita’s statement, she doesn’t have a lot of 
interaction with James because she respects and sees him as a teacher whom she has to show some 
respect to and she should not intervene in his class at all. However, when the whole class goes into 
a mess, she may intervene in James’s teaching to keep the class order to let him continue his 
teaching. Here instead of just describing that, Anita is there to help James manage class order, I see 
Anita’s presence in James’s classroom as a material force that intra-acts with the body of Anita to 
produce her as a ‘facilitator’ who facilitates the class to go smoothly as well as James as a ‘real’ 
teacher whom his colleagues should show respect to and shouldn’t interrupt in class. Another NNS 
English teacher, Jack, places James in a subject position of a real teacher because he emphasises no 
intervention in his class too. 
Their emphasis on their respect to James and no intervention in his class revealed that they 
perceived themselves in a subject position of James's colleague in an equal status to James. When 
James is teaching, he is in charge and they are in the classroom to support him or facilitate the class. 
That is, NNS teachers do not perceive themselves to be more dominating or powerful than James. 
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However, power emerges due to the presence of the NNS teachers in James's class as Foucault 
claims that power relations are “specific and local to subjects who are in mutual relations with one 
another” (Jackson & Mazzei, 2012, p. 59). The presence of NNS English teachers in James’s 
classroom is itself a material force which affects the constitution of subjectivity of NNS English 
teachers and James. The force of NNS English teachers’ presence is indicated in the following data 
excerpt: 
During the class, if students would like to go to the toilet, they need to raise their 
hand to ask their teacher’s permission before they leave the classroom. One day 
when James is teaching in the classroom, Anita is sitting in one of the chair-desks, 
marking her students’ test papers. One student wants to go to the toilet and he goes 
to Anita to ask her permission (Figures 26 and 27) rather than asking James. James 
seems to be invisible to students again … (Taken from classroom observation.) 
 
Figure 26: A student asked Anita’s permission to go to the toilet. Source: Author. 
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Figure 27: A student asked Anita’s permission to go to the toilet. Source: Author. 
From the above data excerpt, James who is teaching in the classroom, seems to be invisible 
to students since they skip him but ask Anita’s permission. Applying Barad’s theory here, I see 
Anita’s presence in James’s classroom as a material force intra-acts with her body and she is 
produced as a more dominating and powerful subject with authority to give permission rather than 
James who is made sense of as a less dominating and less powerful subject from whom students do 
not need to seek permission. The dominating and powerful subject position of the NNS English 
teachers in James’s class is also indicated by their follow-up suggestions or feedback to James after 
class. 
NNS English teachers’ feedbacks to James 
Being a new teacher without any teaching experience, James is not only watched but also 
advised by his NNS colleagues who are present in his classroom. When giving James feedback or 
suggestions, NNS English teachers seem to be placed in a subject position of a ‘supervisor’ who is 
more powerful than him. The data below indicates the more powerful and dominating subject 
position of NNS English teachers: 
Anita: I am in the classroom to see how James is teaching and if he has any problem. 
Sometimes students make a lot of noise when he is teaching. If necessary, I will help 
James to manage the class order to let him continue his teaching without students’ 
interruption. But after class, I will give James some advice about how to manage the 
class order because I don’t want to intervene in his class. 
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Bonnie: I think James speaks English too fast and it’s very difficult for students to 
understand him. And he always uses English to explain new vocabulary. It’s very 
difficult for students to understand. 
Jack: I am the one who is responsible for meeting James every Friday night and to 
give him the suggestion from other teachers. I always have a discussion on his 
teaching and other teachers’ feedbacks to him with him. And he can also let me 
know if he encounters any problem in teaching or anything related to teaching and 
students. Sometimes, other teachers may give him their advice straight after class if 
they think it’s urgent. (Taken from interviews with teachers.) 
The interview data excerpts show that NNS English teachers are there not only to watch his 
teaching but also to supervise his teaching by providing him with some pedagogical strategies, 
feedback or suggestions. I see giving feedback from NNS English teachers to James as a kind of 
interaction which implies a dominant-dominated relationship. Thinking of the James-NNS 
colleague interactions with Barad, I see the force of them intra-acts with the bodies of NNS English 
teachers and produces them as a subject who watches, supervises and evaluates James’s teaching; 
relatively, James is made as a subject who is a dominated new teacher.  
What is produced in James-NNS colleague interactions? 
Thinking NNS English teachers’ presence and their feedback to James within Barad’s 
agential realism, except for the occurrence of subject positions, I see power emerges from the 
presence of the NNS English teachers in the classroom as Foucault (1980b) claims that power is 
everywhere and it reaches “into the very grain of individuals, touches their bodies and inserts itself 
into their actions and attitudes, their discourses, learning processes and everyday lives…within the 
social body rather than from above it.” (p. 39). Power works on the bodies of James and his NNS 
colleagues as they are in continuous struggles with one another to negotiate their subjectivity which 
never reaches stability. The ongoing process of the becoming-subjectivity is made visible through 
the occurrence of resistances which are “where relations of power are exercised” (Foucault, 1980a, 
p. 142 cited in Jackson & Mazzei, 2012). James’s resistance to the power exercised upon his body 
is pointed out in the following data: 
Jack: When I meet James every Friday night, he always writes down what he does in 
each class and discusses the things with me. He told me he doesn’t like to follow the 
instruction in the provided teacher’s book. He prefers to use his own ways to 
motivate students to learn. He prefers to teach in creative ways rather than follow 
every step in the teacher’s book. He said he wants to lead his students to learn 
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English in the ways he learned it when he was young. (Taken from interview with 
Jack.) 
The data excerpt above indicates that James resists the operation of power on his body and 
the produced subject position of a new teacher by refusing to accept some feedback from his NNS 
colleagues and follow the instructions in the teacher’s book. In James’s weekly discussion with Jack, 
he expresses his thought of how to teach English to his students by refusing to follow the provided 
teacher’s book. He also insists upon using his ways, such as using English to explain new words to 
his students, leading students to learn based on his own learning experience etc., which was against 
Bonnie’s feedback to his teaching: he always used English to explain vocabulary to students and it 
is difficult for them to understand. I see his refusal to follow the teacher’s book and accept Bonnie’s 
feedback as a resistance keeping power on the move via his body as well as rejecting the produced 
subject position as a ‘new teacher without teaching experiences’. As power is on the move, 
knowledge, an effect of power (Jackson & Mazzei, 2012), of James and his NNS colleagues, is in 
an ongoing process of being formed and reformed. Moreover, the subjectivity is in a process of 
becoming someone else due to the operation of power relations which causes the dynamics of 
knowledge. The mutual relationship between power, truth/knowledge and subjectivity, I argue in 
the theoretical chapter, is made visible by examining what is produced in the intra-activity between 
the bodies and the James-NNS colleague interactions. 
The interaction between James and the telephone in the classroom 
It has been given in Chapter 5 (How is truth made?) that agential realism, the core of 
Barad’s theoretical framework, suggests that agency is not ascribed to humans but is “understood as 
attributable to a complex network of human and nonhuman” (Barad, 2007, p. 23). In this chapter, I 
think subjectivity with Barad and see it as a phenomenon which is made sense of through the intra-
activity between human and nonhuman entities. In the sections above, I explored how the 
subjectivity of James and his NNS English colleagues is constructed respectively through the intra-
action between the bodies and the human-human (such as James-student and James-NNS colleague) 
interactions. Hence, in this section, I look into how the subjectivity is affected and constituted 
through the intra-activity between the body of James and the telephone in the classroom. 
A telephone was placed on a three cube storage cabinet close to the teacher's desk and it was 
used to contact other teachers, the administrative staff or the school manager when necessary (e.g. 
something urgent, students’ misbehaviour and so on). Only teachers could use this telephone, so it 
was placed in a cabinet located behind the teacher's desk. The areas behind the teacher's desk could 
be viewed as a restricted space where students did not have access. That is, it was a space/territory 
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of teachers and students were not allowed to enter or stay there without permission from their 
teachers. 
The placement of the telephone not only kept students out of reach but also indicated the 
teachers' possession of it since it was placed in their territory. Instead of seeing that teachers possess 
the telephone, I would like to see the telephone as a material force which intra-acted with teachers 
and produced them as a subject in a position of authority who had access to the telephone to contact 
or report what happened in the classroom to someone who was in a higher position or in charge, 
such as the school manager. Relatively, the students were produced as a subject who didn't have any 
authority to do so. Moreover, the differences between students and teachers were emerging in the 
intra-activity between the bodies of the teachers and students and the telephone (teachers have 
access to the telephone, but students do not). 
James as an English native speaker teacher was supposed to have access to the telephone 
like his NNS colleagues when he was teaching in the classroom. However, James seemed to be 
produced as a subject who was excluded in the group of ‘teachers’ of the buxiban through the intra-
activity between his body and the telephone. This was evident in the following data excerpt taken 
from the classroom observations: 
James was standing next to the teacher’s desk while he was doing review of 
vocabulary with students, holding some word cards in his hands. Students repeated 
after James to review the word on the word card shown to them. 
‘Ding~Ding~Ding~’, all of a sudden, the telephone, which was placed in one three-
layer cabinet next to the teacher’s desk, was buzzing. The ringing of the telephone 
caught everyone’s attention including James. He looked at the phone, but instead of 
picking up the phone call, he ignored it and kept doing review of vocabulary. 
Students made some noise because of the interruption of the ringing of the telephone 
and looked at the direction in which Anita sat. Simultaneously, Anita stopped her 
marking and rushed to the teacher’s desk to answer the phone (Figure 28). James 
kept doing vocabulary review when Anita was approaching the teacher’s desk. For 
James and the students, it seemed to be very normal that the person who had to come 
over and pick the phone call up was Anita, but not James. (Taken from classroom 
observation.) 
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Figure 28: Anita answered the phone. Source: Author. 
No interaction between James and the telephone happened not only in Anita’s classroom but 
also in the other NNS English teachers’ (Jack and Bonnie) classroom (Figure 29). While James was 
teaching, his NNS colleagues who were asked to stay in the classroom would pick up the phone call 
when the telephone rang. As discussed above, the telephone as a material force intra-acted with the 
bodies of teachers and placed them in a subject position of authority. However, James, instead of 
being positioned in a subject position of authority like his NNS colleagues, was produced as a 
subject who was more like students having no access to the telephone and not belonging to the 
group of teachers.  
 
Figure 29: Bonnie answered the phone. Source: Author. 
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His non-belongingness and exclusion from the group of teachers heightens our awareness 
that NS English teachers like James in a minority may not enjoy the assumed privilege; rather, they 
may be isolated, marginalised or ignored in contexts where they are in minority. This further 
reminds us of the significance of keeping aware that the established NS-NNS dichotomy discussed 
in the NS-NNS dichotomy chapter (Chapter 4) is an ideal, but we need to actually look into what 
happens in the specific contexts to explore how both human and nonhuman entities affect the bodies 
when discussing the subjectivity of NS and NNS English teachers.  
Crucially, through intra-activity, the differences between NS and NNS English teachers are 
emerging and are being formed. That is, NNS English teachers (in this case Jack, Anita, and Bonnie) 
are placed in a subject position of authority whereas NS English teachers (in this case James) are 
not. The distinction between NS and NNS is being made and the NS-NNS boundary is emerging 
instead of being pre-existing.  
Conclusion 
In James’s classroom, through his interactions with both human and non-human entities, 
these interactions as a material force intra-act with the body of James and produce him not as a 
subject who is discursively constructed as privileged, dominating and powerful, but a subject who is 
materially constructed as excluded, ignored, and marginalised in the English classroom. James is 
trapped in the network of power relations with his students and NNS colleagues and he is produced 
in multiple ways as someone that is an outsider, a new teacher and a person in minority. Instead of 
enjoying his privileged status produced in the TESOL industry, I see that James is in a process of 
‘becoming-minoritarian’ (Deleuze & Guattari, 1987) through students’ practices of resisting the 
English-only policy and no interaction between him and the telephone. These practices not only 
indicate James’s becoming but also make the power networks visible. Moreover, his body as a 
vehicle keeps power on the move by showing his resistance to the produced subject position and the 
operation of power upon his body. Differences, multiple subject positions and knowledges of James, 
his NNS colleagues and students are produced via his struggles in the network of power relations.   
James’s less-privileged subject position, compared to his NNS colleagues, points out that 
the differences between NS and NNS English teachers are made through intra-action rather than 
exist permanently prior to intra-action. Hence, as indicated in the NS-NNS dichotomy chapter 
(Chapter 4), the illusion established in the NS-NNS dichotomy should be troubled and I argue that 
the boundary between these two groups of teachers is never settled and fixed; but it is made clearer 
and visible through intra-action in the specific contexts. 
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In this chapter, I demonstrated how subjectivity as a phenomenon is made sense of through 
intra-action between both human and nonhuman entities by focusing on the constitution of James’s 
subjectivity. What comes in the next chapter is an examination of the subjectivity of three NNS 
English teachers. 
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CHAPTER 12: In NNS English teachers’ classroom 
In the previous chapter, I examined the constitution of the subjectivity of James from three 
types of interactions: James-student, James-NNS colleague and James-telephone through thinking 
of subjectivity as a phenomenon within Barad's agential realism. In the classroom, James is 
produced as a less powerful and dominating subject who does not enjoy the privilege of being an 
NS English teacher as suggested in the literature. Compared to James, NNS English teachers, 
relatively, are constructed as a more powerful and dominating subject in the classroom. The 
discussion in the previous chapter mainly focuses on the formation of James, so in this chapter I 
would like to continue exploring what three NNS English teachers, Jack, Bonnie and Anita, become 
through student-teacher and teacher-English-only policy interactions.  
Continuing thinking subjectivity as a phenomenon, in this chapter, I examine the 
subjectivity of three NNS English teachers by seeing the student-teacher interactions and the 
employment of English-only policy as apparatuses intra-acting with the bodies to make sense of 
NNS English teachers’ subjectivity. The chapter is structured in the following order: a discussion of 
the stereotypical image of teachers by looking into how gender matters and a review of what a good 
teacher means in the context of buxiban, followed by an examination of Jack’s, Bonnie’s and 
Anita’s subjectivity respectively.   
The stereotypical image of teachers 
Teaching has been a women-dominant job and female teachers reported better (i.e. much 
closer, less conflictual, and more dependent) relationships with students than male teachers (Spilt, 
Koomen, & Jak, 2012). Moreover, female teachers are mostly viewed as better caregivers than male 
teachers (van Polanen, Colonnesi, Tavecchio, Blokhuis, & Fukkink, 2017). We can say that females, 
stereotypically, are always viewed as better teachers than males (Amin, 1999) since they are 
assumed to be kinder, more gentle and friendly. Hence, in most of buxibans, the percentage of 
female teachers is much higher than that of male teachers. For example, there are only two male 
teachers in the school where I did data collection compared to 10 female teachers (two are English 
teachers and the rest are teachers who take care of students’ school homework). So it is not 
uncommon that all the teachers in a buxiban are female and male teachers always catch more 
attention from students and their parents due to the dramatically low percentage they occupy in the 
field of teaching. The preference of females in the teaching profession, seemingly, implicates that 
good buxiban teachers refer to female teachers who are kinder, more patient, gentle, friendly and 
closer to their students. And male teachers are perceived as less privileged and non-popular in the 
teaching profession (Spilt, Koomen, & Jak, 2012). 
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Gender as an identity category has caught a lot of attention from researchers and the effects 
of gender on teaching, learning and student-teacher relationships have been investigated for a long 
time. Previous research tends to use gender as a criterion to distinguish females from males and to 
establish a clear-cut boundary between them. However, in this study, calling attention to gender is 
not done for the purpose of essentialising, but for the purpose of accounting for the way in which 
the material of gender (the body in this case) and the discursive constructions of gender (i.e. 
females are better teachers than males) intra-acts with each other to produce something other than 
would be produced singularly. Hence, in an intra-active reading of the following interactions 
occurring in the classroom, I look not for how males and females act differently in the classroom; 
rather, I look into the mutual constitution of their subjectivity that is simultaneously materially and 
discursively produced between the female and male bodies, the buxiban, and the constraining and 
judgmental.  
Except for gender, Foucault (cited in Weedon, 1997) claims that individuals are formed 
within discourses rather than pre-exist outside of them. I think the discourse of buxiban shapes our 
understanding of what a good buxiban teacher is. Before we head into the classroom of Jack, 
Bonnie and Anita, I would like to review what a good buxiban teacher is in the discourse of buxiban 
and address teachers’ struggles within in the process of negotiation of their subjectivity. 
What does a good teacher mean in the discourse of buxiban? 
As mentioned earlier, being a good NNS buxiban teacher refers to those who not only have 
to be easy-going, interesting, attractive, kind to both students and their parents but also need to 
maintain a certain number of students in their class to make the most profits for the buxiban. Due to 
the tricky role of buxiban, as half education and half industry (Bray, Kwo, & Jokić, 2015), instead 
of being viewed as ‘real teachers’, the buxiban NNS teachers are always perceived as multiple 
subjects, such as service providers (Bray, André, & Ronald, 2013), caregivers, friends, actors and so 
on, who need to compromise with their customers (such as students, parents etc.) and their school 
manager. In other words, we could say that a good buxiban teacher not only does teaching but also 
needs to ‘please’ their customers (i.e. students and their parents) to attract more students to join 
their classes. Owing to the nature of buxiban, as half education and business, in order to be a good 
buxiban teacher, I think that teachers are caught in the power network with their customers 
(students and their parents) and the buxiban (the policies of the buxiban), struggling in the 
negotiation of their subjectivity to meet the subject position as a ‘good’ buxiban teacher. Their 
struggles in the power relations and the negotiation of their subjectivity are revealed in their 
interaction with their students in the classroom and policies set by the school manager.  
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In the following sections, thinking the student-teacher interactions and the school policy 
with Barad, I see them as a material force intra-acting with the bodies of Jack, Bonnie, and Anita 
and producing them as a subject who is not a teacher only; rather, a subject who is in an ongoing 
process of becoming someone else, such as a caregiver, an older sister/brother, a friend etc. First 
comes an investigation of Jack’s subjectivity in the classroom from two dimensions: his interactions 
with students and his submission to /violation of the English-only policy. 
In Jack’s classroom 
As indicated above, a dramatic gap in the percentage of male and female teachers in the 
buxiban exists. In the buxiban where I went to do data collection, except for James who is an NS 
English teacher, Jack is the only male teacher in this school. When observing his class, I felt that 
Jack was trapped and struggling in the stereotype of a male teacher and the power of English. His 
struggles were revealed in his interactions with students and the English-only policy respectively. 
Below I start from discussing Jack’s interactions with students, followed by his interactions with the 
English-only policy. 
The interaction between Jack and students 
When observing his class, I noticed that Jack was battling against the produced subject 
position of a male teacher who is less privileged and is not as kind, patient, gentle, and friendly as 
his female colleagues through his interactions with students. His struggles were obviously revealed 
in his interactions with students described below: 
During the class, one student who caught a cold and did not feel well kept coughing 
when Jack was reviewing grammatical patterns. Jack noticed that this student did 
not feel very comfortable and he stopped teaching, moving himself to the front of the 
student, then squatting in front of him to lower his height to make some eye contact 
with him [Figure 30]. Jack asked him gently if he was okay to continue today’s class 
and if he needed anything to make him feel better. The student replied that he was 
fine and he was okay to continue the class. Jack patted him on his head very gently 
and said to him ‘let me know if you don’t feel okay anytime, okay?’ The student 
smiled at him as a response. 
The same situation took place in another of Jack’s classes. He noticed that one 
student did not feel well and might need some support from him. During the class, 
this student coughed a bit, and Jack paused his teaching, moving to him, squatting in 
front of him and asking how he felt. The student said to Jack that he had a sore 
throat and felt his throat was itchy. Jack told him it may be helpful to have some 
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water, so he helped him to take his water bottle out of his school bag. (Taken from 
classroom observation.) 
 
Figure 30: Jack squatted in front of a student. Source: Author. 
In the above data excerpt, I see that Jack acts as a ‘caregiver’ to his students though he is a 
male. The way he talks to the sick student, what he says to him, and his non-verbal action (i.e. 
patting the student on his head) indicate his resistance to the discursively produced subject position 
of a male teacher. Refusing to be a less privileged male teacher, I see Jack is produced as a subject 
who is kind, patient, gentle and as close to students as female teachers are through the intra-activity 
between his body and his interactions with students. Through the intra-activity, I see not merely that 
Jack is produced as an atypical male teacher but also the boundary between male and female 
teachers built in the discourse of teaching is becoming blurred and obscure.  
I see Jack is struggling in accepting the produced ‘correct’ image of a male teacher and is in 
an ongoing process of becoming a non-stereotypical male teacher. Crucially, his resistance prompts 
not only something new created but also makes the exercise of power relations visible as Foucault 
(1980a) suggests that “there are no relations of power without resistances; the latter are all the more 
real and effective because they are where relations of power are exercised” (p. 142). Jack’s 
resistance to the produced subject position indicates that he is caught in the power network with the 
institution (the buxiban) and the discourse of teaching as well as he struggles in the negotiation of 
his subjectivity. Through his interactions with students, I see he is battling the power originating 
from the discourse of teaching exercised upon his body. And simultaneously his male body as a 
vehicle keeps power on the move by refusing to take the formed subject position, but acts in an 
opposite way in an ongoing process of becoming an atypical male teacher. In the process of 
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becoming, not only multiple subject positions but also new knowledges of Jack are produced: not a 
discursively constructed less-privileged male teacher than his female colleagues, but a discursively 
and materially constructed teacher who is kind, gentle, patient, thoughtful, stays in a close 
relationship with students, pays attention to and cares for students’ needs. 
Jack becoming a non-stereotypical male teacher is also found in his interview with me. In 
the following interview, he describes a bit about his self-perception of his subject positions when he 
is teaching in the classroom: 
When I am teaching, I like to share some international news with my students 
because I think it is very important for them to know what is happening around the 
world. I don’t think I am a serious teacher who always focuses on students’ grades 
only. Sometimes when I teach the lower level, I feel like that I am the ‘Brother 
Banana’ in the YOYO TV channel1 and I have to be very outgoing and interesting to 
catch students’ attention. This makes me feel that I am like an actor who acts to be 
like ‘Brother Banana’ in order to be interesting and attractive to students, but not 
like a teacher at all. Sometimes I feel that I am an ‘older brother’ to my students 
when I am chatting with them. I notice that it is much easier to get along with 
students when I am acting like their older brother. Students also like to interact with 
or listen to me more when I am acting like their older brother. (Taken from 
interview with Jack.) 
From the above interview data excerpt, Jack perceives himself as an actor or an older 
brother to his students rather than a serious teacher. Moreover, he thinks that he is acting like 
‘Brother Banana’ to ‘entertain’ or ‘please’ his students. His perception of himself as an ‘actor’ or an 
‘older brother’ who tries to attract students’ attention as well as please them is also revealed in his 
interactions with students in the classroom as shown in the following classroom observation data: 
Jack’s classroom was always filled with laughter and there was always a big smile 
on students’ faces. When teaching, he liked to ask students questions and let them 
compete to answer his questions. He said to students that ‘I count to three and see 
who is the fastest to raise his/her hand to get the chance to answer my question. As 
                                                
1	YOYO	TV	channel	is	a	channel	which	mainly	plays	programs	suitable	for	children	aged	from	3	to	15.	There	are	some	characters	named	after	the	name	of	fruits	hosting	some	TV	programs	to	teach	kids	how	to	sing	or	dance.	These	big	brothers	and	sisters	named	after	fruits	are	very	popular	with	children.	‘Brother	Banana’	is	one	of	them	who	is	very	popular.	
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long as you answer it correctly, your team will get some points.’ Every time when he 
did the counting, he made some fun with students. For example, he may count one, 
two and five instead of one, two, and three. That is, when students were about to 
raise their hand, he fooled them a bit by counting one, two, and five instead of one, 
two, and three. Students were not annoyed at this trick; rather, they were getting 
more and more excited. Jack knew that, so kept repeating this trick in his class to 
catch students’ attention and somehow pleased them since students likeed interesting 
teachers rather than serious or boring teachers.  
After the Q&A section, Jack was erasing the whiteboard, writing down some words 
on it, and asking students to write down the words. While he was giving the order, 
someone outside the classroom was sounding the horn in a tempo at three seconds 
intervals. Everyone in the classroom heard it, but nobody except for Jack said or did 
anything about it. Jack made fun of the sound by imitating the sound of the horn and 
saying with laughter ‘write down the words ba ah’ haha. Write down the words ba 
ah haha’ with the hand gesturing the shape of the horn. While Jack was imitating the 
sound of the horn, students were laughing loudly and happily. (Taken from 
classroom observation.) 
Based on the above classroom observation data, the ways Jack interacts with his students in 
the classroom implies that Jack is not placed in a subject position of a stereotypically serious 
teacher who is always serious about teaching and seldom jokes. Rather, he acts more like a good 
buxiban teacher who is discursively constructed as attractive, interesting, and close to students. 
Rethinking Jack’s interactions with his students with Barad, his interactions with his students as a 
material force intra-acts with his body and he is produced as a subject who is much more like a 
friend or an older brother to his students rather than a serious teacher. The subject position he is 
positioned in further makes him popular with and attractive to students who think that Jack is not 
like a traditional teacher, but is funny, interesting, and always plays tricks in class as they indicate 
in the following focus group interview: 
In a discussion about how students felt about their NNS English teacher, Jack, one 
student initiated that sometimes Jack was not like a serious teacher because he liked 
to play tricks or play with them. He felt that Jack was not a teacher when he did so. 
But he was more like their friend who liked to share funny things with each other. 
Other students nodded their heads to show their agreement. Another student 
continued saying that ‘Jack is very funny and interesting. He talks a lot of jokes. 
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Some of them are not funny, but I like his jokes a lot. And I felt happy to come to his 
class.’ (Taken from the focus group interview.) 
These intra-activities produce Jack as not only a popular subject with students but also a 
‘good’ buxiban teacher who has to put students’ needs in the first priority and is attractive to, as 
well as popular with, students. Jack, consciously, is aware of his becoming a ‘good’ buxiban teacher 
since he claims in the interview that he feels that he is like an ‘actor’ who acts in a way in which 
‘Brother Banana’ acts to attract the children’s attention and makes himself popular with them. 
Reading Jack’s interactions with his students as an apparatus with a material force, I see that Jack is 
produced as a subject who is acting like a ‘good’ buxiban teacher who teaches in a funny and 
interesting way to please his students to maintain his popularity. In other words, Jack is in a process 
of becoming a good buxiban teacher instead of being a stereotypical male teacher who is regarded 
as less popular. Moreover, through a diffractive reading of the interactions between Jack and his 
students, we can see that the constitution of Jack’s subjectivity is simultaneously discursively and 
materially constructed rather than formed singularly.  
Provided in Chapter 5 (How is truth made?) that “subjectivity is never stable but it is 
constantly shifting in response to particular situations and conditions” (Jackson & Mazzei, 2012, p. 
53), Jack does not always remain the same; rather, he keeps shifting his subjectivity in an ongoing 
process of becoming in the world. As importantly, Foucault claims that subjectivity is never fixed, 
but dynamic and relational. From the data presented below, I intend to explore Jack’s subjectivity 
through his interactions with students based on a discussion of students’ subjectivity. 
In Jack’s class, he always used some games to motivate students to participate in his 
class. He divided students into two groups to let them compete against each other. 
The group answering his questions faster wins some points. One student raised his 
hand faster and answered Jack’s question correctly, but Jack forgot to add some 
points to his group. He didn’t raise his hand to ask Jack’s permission to bring his 
question up. Instead, he stood and left his seat, moving himself in front of Jack and 
shouting loudly to him by saying ‘ADD POINTS TO MY GROUP.’ Surprisingly, 
Jack was not shocked at this, and he added some points to his group and continued 
playing the game with the class…  
While Jack was teaching in the front of the classroom, some students were talking to 
each other, moving their desk-chair back and forth, drawing something on their 
textbook etc. instead of focusing on what Jack was saying or teaching [Figure 31]. 
(Taken from the classroom observation.) 
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Figure 31: Students do not concentrate on Jack’s teaching. Source: Author. 
Based on my discussion in the previous chapter, being a good student refers to those who 
always listen to their teachers carefully, sit on their seat properly, raise their hand to gain 
permission before they talk in class etc. In the above data excerpt, students do not act like a ‘good’ 
student since they are not focused, do not behave properly and even dare challenging the teacher’s 
authority by shouting at him loudly. Instead of looking for the reasons why students act in this way, 
the interactions between students and Jack intra-act with the bodies of students and produce them as 
a subject who acts more like a customer paying the fees to Jack. That is, the interactions between 
Jack and his students place students in a subject position of a customer whom their teacher as a 
service provider has to please. And students do not act like a good student, but are placed in a more 
powerful position than Jack and they keep exerting power on the body of Jack to produce him as a 
service provider, but not a teacher whom they need to show their respect to and who holds great 
authority. 
Though students exercise power upon the body of Jack and produce him as a service 
provider, Jack shows his resistance to this produced subject position in the following data taken 
from the classroom observation: 
In today’s class, students were going to have their big examination2. After the brief 
review done by Jack, he distributed test papers to each student, announced the start 
                                                
2	After	finishing	three	units	or	lessons	of	the	textbook,	students	are	set	to	take	a	big	exam	covering	these	three	units.	
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of the exam and told the students that they had 40 minutes for this exam. ‘If you 
finish earlier, take your test paper to me. Any question? If you have any questions, 
just raise your hand to let me know, okay? Okay. Now the exam starts. Keep quiet 
when doing it.’ Most of the students were focused on doing the test while one was 
mind-absent and was playing with his pen and eraser. Jack noticed that and he 
threw a pen straight at him to catch his attention [Figure 32] and warn him that he 
was watching him… (Taken from classroom observation.) 
 
Figure 32: Jack threw a pen at his student. Source: Author. 
By throwing a pen at this student, Jack shows his refusal of being a service provider who 
has to please his customers and is not strict with them. As well, his resistance to the produced 
subject position further implies that power is in flux, moving back and forth, exercising and being 
exercised through the bodies of Jack and his students. With the flow of power relations, we can see 
that not only Jack but also his students are shifting their subjectivity and are in a process of 
becoming someone else. Jack is shifting his subjectivity from a service provider to a ‘real’ teacher 
with authority while students are shifting from customers to ‘good’ students who have to follow 
their teachers’ order in this case. As well, multiple subject positions and knowledges of Jack and his 
students are created. Jack’s resistance to being a service provider makes his struggles in the power 
network with his students as customers visible and reveals both his and his students’ ongoing 
becomings of someone else.  
When encountering the school policies, Jack also shows his resistance to the English-only 
policy applied in the buxiban. What follows is an analysis of what the interactions between Jack and 
the English-only policy do to the bodies and what the bodies do in response to them. 
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The interactions between Jack and the English-only policy 
As mentioned earlier, in order to create a whole English learning environment for students, 
not only students but also NNS English teachers are asked to speak English only in the classroom. It 
means that English is used as a medium of instruction in the classroom and a ‘good’ NNS English 
teacher has to follow the English-only policy by speaking English only and asking students to do so 
as well. Instead of seeing the English-only policy as a school regulation, I think on it with Barad 
and look for what it does to the body of Jack and what is produced through the intra-activity. By 
following the English-only policy, Jack always speaks English in his classroom. I see that the 
English-only policy as a material force produces Jack as a subject who follows/submits to the 
English-only policy, uses English only and is perceived as a ‘good’ buxiban teacher. However, Jack 
does not submit to the English-only policy completely since he allows his students to speak Chinese 
in class as he indicates in the interview below: 
Though the school manager asks teachers to prohibit students from speaking 
Chinese, I don’t like to say ‘No Chinese’ to my students because I think it is very 
natural that students would like to use their first language in class. I don’t like to 
force them to speak English only by punishing them when they speak Chinese; rather, 
I encourage them to use more English in class. Of course, I expect that my students 
can use English only in class, but I am not so strict in applying the English-only 
policy. I hope that they can come to my class happily, do learn something and keep 
their learning motivation up. I don’t want my students to feel very stressed because 
they are not allowed to speak Chinese. This may make them not want to come here. 
This is what I care about more and I think it is important to let students feel free in 
the classroom. So, to a certain extent, I think that I don’t obey the rules set by the 
school manager very properly. (Taken from interview with Jack.) 
From Jack’s interview data above, we can see Jack is struggling in following the English-
only policy and is trapped in the power network with the English-only policy, the buxiban, and his 
expectation of students. Instead of submitting himself completely to the English-only policy, Jack 
shows his resistance to it by allowing students to use Chinese in class. Jack’s break of the English-
only policy indicates that he is against the power exercised by the employment of the English-only 
policy by the buxiban; on the other hand, his body as a vehicle keeps power on the move by giving 
his students the permission to use Chinese in class and, as well, he is produced as a subject who is 
against the school regulation set by the buxiban and thus moves from being a ‘good’ buxiban 
teacher.  
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Jack’s submission and resistance to the English-only policy illustrates his struggles in the 
power network with the institution (the buxiban in this case) and his own expectation of being a 
good teacher as well as his simultaneously discursively and materially constructed subjectivity. 
Moreover, being trapped in the power relations, we can see that Jack keeps moving back and forth 
in the two opposite becomings (of a good buxiban teacher who always follows the English-only 
policy and of a not-good buxiban teacher who violates it) in the classroom. Refusing the idea that 
things have inherent attached meanings (Barad, 2014) as I argued in Chapter 5 (How is truth 
made?), I see his struggles acting like a material force further produce new knowledge of a ‘good’ 
buxiban teacher who may not always follow the buxiban regulation, but seeks for a balance 
between the regulation set by the buxiban and his/her own expectation of being a good teacher. 
Jack’s struggles not only make the flow of power relations with the buxiban, the English-only 
policy and his own expectation visible but also prompt something new (such as new knowledge and 
different subject positions) created. As well, we see that power is in flux and keeps moving back 
and forth through the bodies as Foucault (cited in Jackson & Mazzei, 2012) suggests. As well, Jack 
is in an ongoing process of becoming someone in between a ‘good’ and ‘not-good’ buxiban teacher 
by his submission and resistance to the English-only policy. 
Through looking into what happens in Jack’s classroom, Jack is produced as a subject who 
does not fit into the stereotypical image of a male teacher, who refuses to be a service provider, who 
submits and resists to the English-only policy or who acts as an interesting, attractive and funny 
teacher. Multiple subject positions of Jack occur in the intra-activities between his body and others, 
which not only corresponds to the discussion on subjectivity in the theory chapter but also 
illustrates how human and non-human entities affect the constitution of subjectivity. As well, the 
demonstration of how the subjectivity of Jack is made sense of through the intra-activity between 
his interactions with students and the employment of the English-only policy further indicates that 
the material matter in the constitution of subjectivity, and subjectivity is discursively ↔ materially 
formed instead of being formed singularly (discursively or materially).  
In the next sections, I moved into Bonnie’s and Anita’s classrooms to further illustrate what 
gender does to their bodies and how they respond to it in the formation of their subjectivity. In the 
next section, I lead you into Bonnie’s classroom to explore what she is produced as through the 
intra-activity. 
In Bonnie’s classroom 
The sections above illustrate Jack’s multiple subject positions through exploring the intra-
activity between the human-human and human-nonhuman interactions respectively. Reading his 
interactions with students as a material force, I see he is made as a non-stereotypical male teacher 
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through the intra-action between his male body and his interactions with students. His becoming-a-
non-stereotypical-male-teacher makes me wonder what happens in his female colleagues’ 
classrooms. In this section, I intend to start looking into what happens in Bonnie’s classroom to 
examine how her female body affects and is affected by the constitution of her subjectivity through 
intra-activity. 
The interactions between Bonnie and students 
Bonnie with three-years English teaching experience is one of the two female English 
teachers in the buxiban. When observing Bonnie’s class, I notice that she does not act like a typical 
female teacher who is supposed to be kinder, nicer and friendlier than male teachers by her 
interactions with her students. However, she is stricter with her students as indicated in the data 
below: 
I was sitting in the back of the classroom to wait for Bonnie and her students to 
come and start today’s class. When it was approaching 4:30 pm, Bonnie led her 
students into the classroom, but Bonnie had a long face and put down her stuff on 
her table loudly. When everyone sat down, Bonnie said angrily to the students, 
‘STAND UP if you talk on the way to the classroom. I TOLD you to keep quiet in the 
stairs. Who talked in the stairs? STAND UP NOW!’. When she said so, students went 
into silence and some of them stood up because they talked in the stairs … Bonnie 
kept blaming them for their behaviour for a while … (Taken from classroom 
observation.) 
From the data above, we can see that Bonnie is very strict with students instead of being 
nice. Here I see that Bonnie is acting as a serious teacher who has great authority and dominates the 
students who need to follow or obey what she says. That is, the student-teacher interaction is top 
down. Thinking the top-down interactions with Bonnie and students as a material force, Bonnie is 
produced as a serious, strict and dominating teacher, which is against what her female body says: 
female teachers are much nicer, kinder, friendlier etc. As being a female teacher, I see Bonnie is 
acting against what her female body says what kind of teacher she should be by ignoring her 
students’ questions, requests etc. shown in what follows: 
Bonnie started today’s class by reviewing vocabulary (i.e. the USA, China, England 
etc.) and asked students to repeat after her. Students were confused with the 
pronunciation of ‘the’ placed in front of ‘USA’ and they asked Bonnie why it was 
pronounced differently. Bonnie replied to them by saying ‘就這樣’. (That’s it!) 
Students were still confused but they did not keep asking why … In addition, students 
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asked Bonnie ‘what it is’ when she showed them some vocabulary cards. Sometimes 
Bonnie just ignored their questions by keeping moving on without any stop … 
During the class, I noticed that there were two boy students who were trying to catch 
Bonnie’s attention by acting naughty and doing/saying things opposite to what 
Bonnie wanted them to do. For example, when Bonnie asked them to take out their 
ACD3, one of them said ‘my book is gone’ and expected to get some reply from 
Bonnie. But he didn’t get any response from Bonnie, who just ignored him 
completely.  
The other boy pretended that he didn’t feel well by saying, ‘My head hurts. I have a 
terrible headache’, loudly and acting painfully with his face twisted a bit. Without 
any eye contact with him, Bonnie responded to him coldly by saying ‘get out of the 
classroom if you have a headache’ [Figure 33]. This student seemed a bit 
disappointed by pulling his face down about Bonnie’s reaction to his ‘sickness’ … 
(Taken from classroom observation.) 
 
Figure 33: Bonnie told her student to get out of the classroom. Source: Author. 
The ways Bonnie interacted with her students (such as her ignorance of their questions and 
carelessness of her students’ sickness/request in this case) show that she refuses to be a caregiver 
who is regarded to be attached to female bodies as well as a good buxiban teacher who has to please 
students and put their needs in the first priority. Moreover, Bonnie’s ignorance of her students’ 
                                                
3	ACD	is	a	textbook	used	in	this	buxiban	and	it	is	a	book	about	the	rules	of	phonics.	
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questions and carelessness of their sickness/request indicate that she is fighting against or rejecting 
the produced subject position based on the characteristics of her body — a female body.  
Instead of accepting the produced subject position, the interactions between Bonnie and her 
students show Bonnie’s resistance to the power exercised upon her female body through which she 
kept power relations dynamic by ignoring her students’ questions and being careless of their 
sickness/request. That is, her refusal as a resistance further points out that she is struggling in the 
power network between the stereotype of female teachers and her female body. As well, she is 
moving towards being a subject who is not constrained by her female body. 
Seeing the interactions between Bonnie and students within agential realism, Bonnie is 
materially constituted as a non-stereotypical female English teacher who is strict with students 
rather than nicer, kinder, and more patient with them. Reading Bonnie’s subjectivity with Barad 
does not imply that all female teachers act the same as we think. However, it shows us that 
subjectivity is made rather than pre-exists and the material matter in the formation of subjectivity. 
Crucially, the examination of Jack’s (in the previous section) and Bonnie’s subjectivity respectively 
tells us that there is no pre-existing inherent difference or clear-cut boundary between male and 
female teachers since differences are made in the intra-action as I point out in the theory chapter 
that “difference is understood as differencing: differences-in-the-(re)making” (Barad, 2014, p. 175). 
Hence, based on the analysis in Jack’s and Bonnie’s classroom, I argue that things are made 
different instead of being different and the boundary is established between male and female 
teachers in the discourse of teaching should be troubled. 
The interactions between Bonnie and the English-only policy 
As indicated earlier in this chapter, a good buxiban teacher has to use English as a medium 
of instruction in class and maintain profits for the buxiban by making themselves popular with, as 
well as attractive to, students; that is, to certain degrees, a good buxiban teacher has to ‘please’ their 
students to motivate them to come to the school. Regarding the English-only policy, Bonnie does 
not conform to it properly compared to Jack who always uses English as a medium of instruction. 
Regardless of the English-only policy, Bonnie uses almost half English and half Chinese in her 
class. Her violation of the English-only policy is not simply a violation conducted due to her 
carelessness of the policy; rather, I see that she shows her resistance to the privileging status of 
English in the TESOL industry by breaking the English-only policy. This is pointed out in her 
interview when she talks about the teaching of her NS colleague, James: 
James speaks English too fast and he likes to use a lot of English to explain English. 
For example, he keeps speaking a lot of English fast to students when trying to 
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explain what ‘do homework’ means. Students get bored because they don’t 
understand what he is talking about. Too much English demotivates students to learn 
and they start talking to their classmates instead of focusing on the class … (Taken 
from interview with Bonnie.) 
From Bonnie’s critique of James’s teaching, we can see that she is against the powerful and 
privileging status of English in the classroom. Her refusal of submitting to the privileged and 
powerful status English enjoys is made visible in her teaching. For example, Bonnie uses Chinese in 
her teaching to explain the meanings of English vocabulary, review vocabulary or confirm whether 
students understand what she is saying. Drawing on Foucault’s approach, I think that her violation 
of the English-only policy is a resistance to the power of English exercised upon her body to 
produce her as a powerless and dominated subject. Further, thinking her resistance as a material 
force, she is produced as a subject who is against the powerful and privileged position of English in 
the TESOL industry as well as against the produced subject position of NNS English teachers who 
were discursively constructed to be dominated by the power of English. Further, by violating the 
English-only policy, Bonnie shows her ability for using the students’ first language (Chinese) which 
indicates that NNS English teachers are not inferior to NS English teachers as suggested in the 
literature. On the contrary, NNS English teachers are able to facilitate effective English teaching 
and learning due to no poor communication or misunderstanding caused by language barrier in NS 
English teachers’ classroom. Hence, I think that Bonnie’s violation of the English-only policy not 
only shows her resistance to the powerful status of English but also indicates her relationship with 
others. 
Foucault (1980a) suggests that resistance is formed right at the point where relations of 
power are exercised. Bonnie’s resistance to the English-only policy illustrates that she is fighting 
against the power of English emerging in the TESOL industry and refuses to be dominated by it. 
Simultaneously, power travels through her body as a transition site which keeps power on the move. 
Her resistance also indicates that she is trapped/struggling in the power network between the 
powerful, dominating and privileged status of English in the TESOL industry, the institution 
(buxiban in this case) and the stereotype of female teachers. Moreover, her refusal of submission to 
the prestige of English not only reveals her struggles in the power network but also prompts new 
knowledges of her: Bonnie is not constructed as an NNS English teacher who is dominated or 
controlled by powerful English in the TESOL industry and is viewed as less powerful and 
privileged than her NS colleague; rather, she is constructed as a powerful NNS English teacher who 
is able to use not only English but also Chinese in her class to improve students’ learning, which 
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implies that the established NS-NNS dichotomy is problematic and needs to be rethought as I argue 
in the NS-NNS dichotomy chapter (Chapter 4). 
Apart from Bonnie, Anita is another female English teacher in the buxiban and what follows 
is an examination of what happens in Anita’s classroom to explore what she becomes through the 
intra-action between her interactions with students and the English-only policy respectively. 
In Anita’s classroom 
After reading Jack’s and Bonnie’s subjectivity diffractively, we could see that both of them 
are acting against the stereotypical image of teachers by thinking their interactions with students as 
a material force intra-acting with their bodies. Unlike Jack and Bonnie, Anita with nearly 10 years 
of teaching experience seems to fit into the typical image of a female teacher as described in the 
earlier section. The following sections demonstrate what she is produced as by looking into how her 
interactions with students intra-act with her body and how the English-only policy as a material 
force affects it. 
The interactions between Anita and students 
Provided in the beginning of this chapter, females are always considered to be better 
teachers than males because they are kinder, gentler, nicer, more patient and stay in closer 
relationship with students than male teachers. As shown in Bonnie’s classroom, Bonnie is produced 
as an atypical female teacher who is strict, serious, impatient and alienating from students. However, 
compared to Bonnie, when observing Anita’s class, I notice that Anita acts more like a ‘real’ female 
teacher who is thought to be nicer, kinder, and closer to students. For example, she pays attention to 
and cares about her students’ needs as illustrated below: 
Anita was teaching in the front of the classroom, holding the vocabulary cards and 
doing vocabulary review. All of the sudden, she noticed that one student seemed to 
not feel so well. She stopped her teaching and asked him kindly, ‘Are you okay? You 
sick?’ He didn’t say anything but responded to her questions by nodding his head. 
Anita was still worried and she walked towards him, saying ‘Do you want me to call 
your parents to come over? Or do you want to go downstairs to take some rest 
there?’ He still didn’t say anything but was moving his head from right to left. Anita 
further asked him if he would like some water. He nodded his head again to let her 
know he wanted some water. Anita told him to go to Level One to get some water 
and let her know if he needed anything. (Taken from classroom observation.) 
From the data excerpt above, we could see that Anita is not there just for teaching English to 
students, but she cares about their needs. Through the ways she interacts with her students, I think 
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she is acting more like a caregiver rather than just a serious teacher to students. Instead of 
describing her as a patient and nice caregiver, I see that she is produced as a caregiver by reading 
her interactions with students in Barad’s approach. That is, her interactions with students intra-act 
with her female body to produce her as a subject who acts like a caregiver who is kinder, nicer, 
closer, and more patient to students; in other words, a female teacher who fits into the established 
ideal stereotype of a female teacher in the discourse of teaching. 
Except for fitting into the ideal image of a female teacher, Anita is trapped in the discourse 
of buxiban and TESOL and struggling in becoming a good buxiban English teacher. Her struggles 
are seen in her attitudes towards the English-only policy in her classroom. What follows is an 
exploration of her interactions with the English-only policy. 
The interactions between Anita and the English-only policy 
In her classroom, Anita always follows the English-only policy properly by using English as 
a medium of instruction. As indicated earlier, in the discourse of buxiban, being a good NNS 
English teacher refers to those who use English only in their classes. Thinking Anita’s obedience to 
the English-only policy as a material force, I see Anita is produced as a ‘good’ NNS English teacher 
who always uses English as a medium of instruction. Furthermore, her submission to the English-
only policy seems to imply that she is dominated or controlled by the powerful status of English in 
the TESOL industry as well as there is no flow of power relations. It seems that Anita is completely 
dominated by the powerful English and submits to the power exerted upon her body without any 
resistance.  
However, Foucault (cited in Faubion, 2002) claims that any kind of the operation of power 
relations involves certain degrees of freedom. Though Anita obeys the English-only policy 
completely, her resistance to the English-only policy hidden behind her submission to it is made 
visible in her classroom illustrated below: 
Though both students and teachers were required to speak English only in the 
classroom, Anita did not prohibit her students from speaking other languages, such 
as Chinese and Taiwanese, rather than English. Hence, in Anita’s classroom, it was 
not uncommon to see that Anita asked her students questions in English and students 
answered them in Chinese rather than English. As well, Anita did not blame or 
punish them for this, but she was okay with their use of Chinese in her classroom. 
(Taken from classroom observation.) 
Thinking what happens in the classroom with Foucault, I saw the unspoken permission 
given to students by Anita as Anita’s resistance to the English-only policy and the powerful English. 
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Her resistance further revealed that she is caught in the power network within the discourses of the 
institution (buxiban in this case), and the TESOL industry as well as indicates that power is on the 
move via her body. Crucially, I think her resistance with Barad and see her produced as a subject 
who does not follow the English-only policy properly by allowing her students to speak other 
languages rather than English. That is, she is not good buxiban NNS English teacher who violates 
the English-only policy. Her struggles in her becoming a good buxiban teacher were also visible in 
her interview when addressing what kind of teacher she would like to be: 
My teaching goal is to help students to get good marks on their examinations and 
learn happily. I mean I would like my students to know that it is important for them 
to get good marks on their examinations. And at the same time, I would like my 
students to come to my class to learn English happily, not just for good marks. This 
is why I always use a lot of language games in my class to motivate them to learn 
happily instead of learning for good marks on the examinations. In order to motivate 
students to learn, I am okay when students use some Chinese in class. (Taken from 
interview with Anita.) 
The flexibility of the use of Chinese could motivate students to engage in the classroom 
activities to learn happily. Anita’s ambition to motivate her students to learn happily indicates that 
to certain degrees she has to violate the English-only policy by allowing students to speak Chinese 
to decrease the language barrier caused by the application of the English-only policy. I would say 
that Anita is consciously aware that she has to submit to the powerful status of English in the 
TESOL industry. However, simultaneously, she is struggling in insisting on her ambition and 
fighting with the powerful status of English. It turns out that she uses English only in class to keep 
herself as a subject who is viewed as a good buxiban teacher whereas her allowing students to speak 
other languages, positions her as a subject who violates the English-only policy and is viewed as not 
a good buxiban teacher.  
Seeing the interactions between Anita and the English-only policy as a material force, I see 
that Anita who obeys and violates it simultaneously is produced as a subject who is trapped and 
struggling in the power networks and moves back and forth in becoming someone in between a 
good and a not good buxiban teacher. Furthermore, her obedience and violation of the English-only 
policy keeps power circulating via her body; multiple subject positions and knowledges are being 
produced through these intra-activities. As importantly, I see that Anita’s obedience and violation of 
the English-only policy as responses produced in the operation of power relations and make the 
power networks in which Anita is trapped and struggling visible. 
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Conclusion 
Through the intra-activities between the male/female bodies and the English-only policy, 
Jack and Bonnie are caught in the power relation and struggling in the produced stereotypical image 
for a male and female teacher respectively. Regarding the English-only policy, all of them break it 
and their violation indicates their resistance to the force of English and to the produced subject 
position of a good buxiban teacher. Further, their resistances to the English-only policy make not 
merely the flow of power relations but also the occurrence of multiple subject positions visible. 
Based on the analysis in this chapter, we could see that the differences between male and 
female teachers do not pre-exist as the literature suggests; however, this chapter demonstrates that 
male and female teachers are made different through intra-activity, which corresponds to Barad’s 
claim (2014) that “difference is understood as differencing: differences-in-the-(re)making” (p. 175) 
mentioned in Chapter 5 (How is truth made?). Hence, I argue that the stereotype of male/female 
teachers needs to be troubled and rethought. 
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CHAPTER 13: The impact of what happened in the classroom  
After going through what happened in the classroom in the previous chapters, I intend to 
show you the impact of what happened in the classroom by discussing how the results fill in the 
gaps existing in Foucault’s approach, the literature of TESOL and shadow education, and 
methodology. I begin this chapter with a brief discussion of the results of the analysis, followed by 
the significance of the findings to the methodology, and continue with the impact in the field of 
theory, followed by shadow education and TESOL. Moreover, as Bray (2010b) claims that “no 
study can cover every dimension of a phenomenon” (p. 5), I end this chapter by addressing the 
limitation of this research. 
What was seen in the classroom? 
Through reading teacher subjectivity with Barad, the results indicate that subjectivity is 
discursively and materially made through intra-action with both human and nonhuman entities. That 
is, materiality matters in the construction of subjectivity. Moreover, subjectivity is in an ongoing 
process of becoming or transforming with every encounter with others rather than fixed and 
permanent. Furthermore, the shifting of subjectivity is seen at the moment when resistances occur, 
which then makes the flow of power relations visible. Further, with the flow of power relations, not 
only multiple subject positions but also new truth/knowledge occurs, which shows that power, 
subjectivity, and truth/knowledge affect each other and are affected simultaneously. As well, the 
relationships between them are bidirectional. 
The dynamics of subjectivity further point out that differences are not inherently pre-
existing, but they are made sense of through intra-action as Barad (2014) suggests that “difference 
is understood as differencing: differences-in-the-(re)making. Differences are within; differences are 
formed through intra-activity, in the making of ‘this’ and ‘that’ within the phenomenon that is 
constituted in their inseparability (entanglement)” (p. 175). Barad’s concept of differences points 
out the problematic NS-NNS dichotomy, which is based on the comparison of inherent differences 
between NS and NNS English teachers. The analysis of the subjectivity of NS and NNS English 
teachers in this study indicates that NS and NNS English teachers are made differently rather than 
born inherently differently, which contradicts the results presented in the literature suggesting that 
NS English teachers are always more privileged, powerful and dominating than NNS English 
teachers. The results of the analysis suggest that subjectivity, differences and boundary between NS 
and NNS English teachers are made through intra-action with other entities rather than inherently 
pre-exist.  
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Following this logic, the analysis of three NNS English teachers, one male and two females, 
demonstrates that the stereotype of male/female teachers needs to be troubled since they are made 
sense of through intra-action rather than are different from each other prior to intra-action. That is, 
the results show us that male or female teachers do not act exactly the same as the previous studies 
suggest. Through the analysis, we could see that the subjectivity of male and female teachers is 
constructed through the intra-activity between their bodies and their interactions with students. That 
is, the boundary of the stereotype of male and female teachers is not clear-cut, but it is blurred and 
unclear. 
Significance of the methodology 
The nature of this study is qualitative, using classroom observation and interviews. In the 
field of research into shadow education, Bray (2010b) claims that qualitative research has “achieved 
insights which could never have been secured through quantitative approaches” (p. 9). Hence, the 
use of the qualitative tools of classroom observation, in-depth interviews with teachers and focus 
group discussions with students in this thesis has yielded rich and diverse results, which further 
contribute to the field of theory, shadow education and TESOL (discussed in the following sections).  
Bray (2010b) further points out that “the field is in need of stronger conceptualisation to 
take account of the different types of shadow education that have emerged and developed in 
different settings” (p. 11). Some researchers have been interested in the educational impact of 
tutoring, such as students’ academic performance or cognitive achievement (Baker, Akiba, 
LeTendre, & Wiseman, 2001; Mischo & Haag, 2002) while others have focused on themes, such as 
social stratification, marketing strategies, teachers’ lives, and technology (Buchmann, 2002; Davies 
& Aurini, 2006; Popa & Acedo, 2006; Ventura, 2008). However, though a diversity of themes has 
been explored in the literature, not so much research focusing on the English education in the 
setting of shadow education has been done. Significantly, shadow education that is viewed as a 
specific culture in Taiwan has not been widely discussed in the previous studies. Hence, this study 
is located in an English buxiban in Taiwan and provides a conceptualisation that accounts for the 
Taiwanese context and positions shadow education within a wider field of TESOL/ELT while 
acknowledging the significant role of English around the world in affecting the formal schooling 
system. This study provides research in the Taiwanese English teaching and learning setting and 
addresses issues associated with NS and NNS English teachers from the perspectives of the NS, 
NNS teachers and students to compensate the gaps “both in the geographic coverage and the 
specific themes by researchers” (Bray, 2010b, p. 11).    
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Original contribution to theory 
This thesis deals with the subjectivity of NS and NNS English teachers in the context of 
shadow education based on Foucault’s concept of subjectivity as dynamic, changeable and 
relational. In Foucault’s approach, subjectivity is formed, shaped and reconstructed within the 
discourse through the exercise of power relations. That is, Foucault focuses on the discursive 
construction of subjectivity which is in an ongoing process of being formed and reformed by means 
of exercising power relations. During the process of the construction of subjectivity, not only 
subject positions but also certain truth/knowledge is produced. As mentioned in Chapter 5 (How is 
truth made?) Foucault suggests that power relations play a crucial role driving the transformation of 
subjectivity and the emergence of new truth/knowledge. In other words, the relationship between 
power and subjectivity or truth/knowledge is linear and unidirectional as shown below: 
 
Power → subjectivity 
Power → truth/knowledge 
 
Regarding the relationship of power and truth/knowledge, Foucault further suggests that 
“knowledge and power were exactly reciprocal, correlative, superimposed. There couldn’t be any 
knowledge without power; and there couldn’t be any political power without the possession of a 
certain special knowledge” (Foucault, 2002a, p. 31). Moreover, subjectivity is regarded as the effect 
of truth/knowledge as Foucault advises that “knowledge is always a certain strategic relation in 
which man is placed” (Foucault, 2002a, p. 14). As indicated in Chapter 5, How is truth made?, I 
discern Foucault emphasises how truth/knowledge affects subjectivity and little has been mentioned 
about how subjectivity influences the occurrence of truth/knowledge as well as power.  
Based on the discussion of the data analysis in the previous chapters, we could see that 
power is not the only factor leading to the shifting of subjectivity as well as the occurrence of new 
truth/knowledge. For example, in the Uniform Chapter (Chapter 8), the material force of the red T-
shirt produces the wearers as a subject who belongs to the buxiban and is helpful, reliable and 
trustworthy to students.  
However, through resistances, such as avoidance, ignorance, refusal etc., we see students or 
I refuse the power exercised upon the bodies by transforming from the produced subject position to 
another one. The transformation of subjectivity further makes the flow of power relations visible as 
well as implies that the shifting of subjectivity affects the flow of power relations. It indicates the 
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mutual relationship between power and subjectivity. Moreover, certain truth/knowledge of students 
or me is constituted as subjectivity shifts, which shows that subjectivity has impact on, or affects 
the formation of, truth/knowledge. The results of data analysis show that power, subjectivity and 
truth/knowledge mutually affect each other and the relationship between them is bidirectional 
within the discourse as indicated in Figure 14 in Chapter 5 (How is truth made?). 
The mutual relationship between power, subjectivity and truth/knowledge not merely fills in 
the gap of Foucault’s approach but also indicates that these three elements affect each other and are 
affected simultaneously within discourse. The reciprocal relationship then in turn suggests that none 
of power, subjectivity or truth/knowledge is fixed, inherent and permanent. Rather, power, 
subjectivity or truth/knowledge affect and are affected within discourse.  
Secondly, as indicated in Chapter 5, How is truth made?, Foucault is concerned with how 
power is circulated (such as emerged or is exercised on bodies) locally and relationally between 
people. Though Foucault does not deny the “materialism of physical necessities” (Olssen, 2004, pp. 
454–482), his approach is to focus on local discursive practices and the power implications of these. 
In other words, the significant impact of materiality is not conceptualised in Foucault’s approach to 
his discursive analysis of the formation of subjectivity though Foucault does not deny its worth. As 
well, for Foucault, agency belongs only to the human domain and humans do not share agency with 
other living and non-living things. That is, only humans own agency in the ontological world 
proposed by Foucault. This indicates that “Foucault’s theories fail to provide an adequate account 
of the relationship between discursive practices and material phenomena” (Barad, 2007, p. 146). 
Seeing the subjectivity as a phenomenon, the data analysis in this thesis highlights the 
significance of the material through the discussion of how the nonhuman entities, such as the red T-
shirt, telephone, the English-only policy or the surveillance of the camera intra-acts with the bodies 
in the formation of subjectivity. From the analysis chapters, I demonstrate how the material matters 
in the construction of the subjectivity of teachers. For example, the NS English teacher, James, is 
produced as a subject who does not belong to the group of teachers as well as being in a minority 
group and not privileged, which contradicts the image of NS English teachers established in the 
discourse of TESOL. Moreover, what James is produced as through the intra-action between the 
body of James and the telephone shows that NS English teachers are not always as privileged as the 
literature generally suggests. Rather, I argue that the subjectivity is in a process of being constructed 
within the entanglement of the discursive and the material. Hence, in this thesis, I intend to extend 
Foucault’s approach of analysing subjectivity within discourse into the entanglement of discourse 
and materiality by thinking of subjectivity as a phenomenon. Based on the results of the analysis in 
this study, I think that bringing the material back to explore the construction of subjectivity does not 
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deny the significance of the discourse. Rather, it further shows that we are not separated from the 
nature; and the relationship between the discursive and the material is entangled and they affect and 
are affected simultaneously (discursive ↔ material). Through bringing the material back in 
analysing the data, not only the mutual relationship between the discursive and the material but also 
the problematic NS-NNS English teacher dichotomy is seen. 
Contribution to the field of shadow education 
Shadow education gains its name because it mimics the regular system. When new subjects 
and other curriculum changes are introduced in the regular system, before long they appear in the 
shadow; and as the regular grows, so does the shadow (Bray, 1999). Unlike the formal schooling 
system, shadow education is a fee-charging education system and so considered to be half education 
and half business organisation. In the last two decades, shadow education has become a global 
phenomenon across continents, such as Asia, North America, Europe, Oceania and Africa, and a 
new field for researchers to explore. As indicated Chapter Two (Background and context) and 
Three (Shadow education), a lot of research has been conducted to explore the popularity, 
significance and impact of shadow education from economic, social, cultural and educational 
dimensions. However, these previous studies are based on the data collected from questionnaires 
and interviews aiming to provide a general description of this global phenomenon, but not so much 
has been known about what really happens in the classroom in the context of shadow education.  
Moreover, an enormous number of studies have been carried out to explore the tensions 
between the formal schooling system and the shadow education as well as between school teachers 
and private tutoring teachers. Though tensions occurring in teachers in the shadow education are 
also discussed, they are limited to an examination of comparing the differences between NS and 
NNS English teachers through the linguistic, cultural, ethic and pedagogical lenses. The results 
offer us a general understanding of the more privileged, powerful and dominating subject position 
NS English teachers are in, compared to their counterparts, by receiving higher pay, doing/teaching 
less, being respected more by parents and students etc. As I discussed in the Shadow education 
chapter (Chapter 3), the previous research on the teachers in the context of shadow education seems 
to imply that subjectivity is fixed and permanent as NS English teachers are always more privileged, 
powerful and dominating than their NNS colleagues. However, thinking of subjectivity with 
Foucault, he suggests that subjectivity is formed, shaped and reconstructed within discourses rather 
than fixed and stable. In this thesis, without limiting the examination of teacher subjectivity to 
discourse only, I read it within Barad’s agential realism and argue that subjectivity constituted 
discursively and materially is dynamic, fluid and changeable with each encounter with other entities. 
Through reading subjectivity as a phenomenon which is made sense of through intra-action with 
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entities, the results correspond to Foucault’s concept of subjectivity as dynamic and fluid and 
Barad’s claim of the significance of materiality. Moreover, this study that explored what happens in 
the classroom was able to expiate the lack of research on what happens in the classroom in the 
literature of shadow education. As well, it further results in encouraging our rethinking of issues 
related to NS and NNS English teachers in the field of TESOL, which is discussed in the section 
below. 
Contribution to the field of TESOL 
In this thesis, I look into the interactions that occurred in the classroom of a buxiban in Taiwan by 
exploring the construction of teacher subjectivity based on classroom observation and follow-up 
interviews. The results indicate that NS English teachers are produced as a subject who is in a 
minority group and is less privileged, powerful and dominating than their NNS colleagues in the 
classroom through examining the human-human interactions (student-teacher and NS-NNS teachers) 
and human-nonhuman interactions (teacher-telephone, teacher-the English-only policy and teacher-
the surveillance of cameras). The results show us that NS English teachers are not always more 
privileged and powerful as the previous research focusing on comparing the differences between 
them and the NS-NNS dichotomy suggests. The findings contracdict the categorical apprehension 
of identity in the historical and critically-oriented literature in the field of ELT and TESOL in which 
identity is viewed to be within the bunary as well as there is no fluid of privilege-marginalization. 
The less privilege of James in this study further reveals that privilege and marginalization is not 
fixed in the binary, but fluid. The instability of privilege and marginalization not only problematizes 
the conceptualization of NS/NNS in the literature but also enables us to move beyond the restriction 
of binary when looking at the subjectivity of NS and NNS teachers of English. 
In this study, the subjectivity of James as a subject who is marginalised, ignored and in a 
minority group further increases our awareness of the tensions and inequality between NS English 
teachers and their more powerful NNS colleagues. The tensions and inequality remind us that NS 
English teachers as a minority group in countries where English is viewed as a foreign or second 
language may not always enjoy the prestige as the literature in TESOL suggests; rather, they are 
trapped and struggling in the power network of culture, society, language, policy etc. The results of 
this thesis constitute a first step to raise our awareness of the lack of studies on tensions and 
inequality between NS and NNS English teachers on the premise that NNS English teachers are 
more powerful and dominating than NS English teachers. Furthermore, as English steadily 
increases in significance around the world, I think that it is necessary to explore the tensions and 
inequality mentioned in this paragraph, which could further lead to a comprehensive understanding 
of issues on NS and NNS English teachers in the field of TESOL. 
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Limitation of this study 
As is common with research, this thesis does not cover everything and inevitably there are 
limitations in it. What follows are four limitations of this study. First of all, the qualitative data 
collected in this study are limited to teachers (both NS and NNS English teachers) and students. 
However, no data has been collected from students’ parents or the school managers, which could 
further provide us another perspective to explore the subjectivity of teachers. Hence, I suggest that a 
wider range of data from students’ parents or school managers could be included in the future 
research in order to provide an in-depth and comprehensive understanding of teacher subjectivity. 
Further and even more importantly, Bray (2010) shows great concerns about the urgent need 
to explore issues on shadow education of different types, which have emerged and developed in 
different settings. This study is limited to the English setting in a Taiwanese buxiban only. As 
pointed out in the Background and context chapter (Chapter 2), there are various types of buxiban 
in Taiwan and the boundary between them is blurring. As for future research, I suggest that further 
investigation into different types of buxiban is needed to fulfil the needs and gaps in the research on 
shadow education. 
Thirdly, I indicated in the Chapter 6 (The journey of data collection) that all the English 
teachers were interviewed except for the NS English teacher, James. James initially agreed to 
participate in the interview, but he failed to do so due to his very intense teaching schedule in two 
schools. Though he was not able to be interviewed in person, he did show his willingness to provide 
his opinions by agreeing to do an email interview instead. Unfortunately, he did not reply to any of 
my emails afterward. Due to the lack of interview data from James, in this study, the interview data 
is limited to NNS English teachers and I think that it would have been informative to have had his 
voice.  
Lastly, compared to NNS English teachers who all have at least three-years teaching 
experience in this buxiban, James is a new and inexperienced English teacher. Because of the 
newness of James to the buxiban, predictably, NNS English teachers act more powerful and 
dominating in the classroom as they are asked by the school manager to be present in his classroom 
to ‘watch’ his teaching and ‘provide’ feedback to him. I think that James’s newness to the buxiban 
and the field of teaching may contribute to his less-powerful and dominating subject position than 
his NNS colleagues and result in his marginalised position in the buxiban. For the future research, I 
think that it would be good to conduct research in buxiban where both NS and NNS English 
teachers are experienced to reduce the unbalanced power relations as in James’s case of this study.  
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Conclusion 
As I pointed out in Chapter 1 (It begins …), this research originated with my own teaching 
experiences as a NNS English teacher who was always confused about who I was when 
encountering others (such as, my NS colleagues or students). My personal experiences lead me to 
question my belief of the stability of identity by thinking of it with Foucault’s and Barad’s approach. 
Refusing the existence of permanent and inherent subjectivity, I looked into what really happened 
in the buxiban classroom through exploring how the multiple subject positions emerge and what 
NS/NNS English teachers are produced as through intra-activity with others. The findings 
summarised in this chapter indicate the impact on theory, methodology, the field of TESOL and 
shadow education.  
For myself, being a NNS/Taiwanese English teacher in the buxiban industry for nearly ten 
years, I think these findings have further implications in TESOL, shadow education and teaching. In 
terms of issues on NS and NNS English teachers, as mentioned in Chapter 3 (Shadow education) 
and 4 (The NS-NNS dichotomy), I argue that the idealized nativeness should be rooted in the local 
context in which several factors, such as culture, society, economy and so on, interact with each 
other. That is to say, ideal NS English teachers are conceptualized in the local discourse in which 
the local society, culture, educational system, politics and so on interact with each other. This 
reconceptualization of the idealized nativeness problematizes the categorical apprehension of 
subjectivity from the critically-oriented lens and disrupts the illusion of the fixed image of idealized 
nativeness.  
Moreover, the examination of teachers’ gender in Chapter 12 (In NNS English teachers’ 
classroom), suggests that gender expectations do not exist as fixed realities at all (such as females 
are better teachers than males). The inconsistency in gender expectations found in this study implies 
that gender is being made differently in each encounter with others rather than pre-existing. And 
this also leads us to think of the possibility of disrupting the gender inequality of teachers and 
breaking the stereotypical image of male and female teachers in the field of teaching to further 
reduce the discrimination of male teachers as well as balance the proportion of male and female 
teachers in the teaching profession, including shadow education.  
What follows is the last chapter of this thesis which is always called ‘conclusion’. Before 
reading it, think about what it is about. An ending of my journey or a new beginning of another 
journey? 
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CHAPTER 14: The journey continues … 
After reading thousands of words, now you may expect I am going to write something to put 
an ending to this research. Trying hard to write something to end this thesis, I found myself stuck 
by repeating writing, deleting, rewriting, deleting, rewriting ... when I sat down to do a chapter 
called ‘conclusion’. The writing-deleting-rewriting action kept going for several days and I still had 
got nothing done. Feeling annoyed and restless, I stopped writing, stood up from my seat, made 
myself some coffee and moved myself to the balcony where I am used to calming my over-tensed 
nerves. 
It was one hot day in summer in Brisbane and the outdoor temperature reached 36 degrees 
during the whole week. Sitting on the chair on the balcony, I rested my two legs on the other chair 
and sipped some coffee from the lovely mug with cats on it. This was the way I relaxed myself 
when I felt puzzled or got stuck on something. The view from the balcony seemed to be the same 
every day, but it seemed to be different bit by bit as time went by. The change was too tiny to be 
noticed. Sometimes it was invisible to the eye. Same as the subjectivity of us. The ‘I’ one minute 
ago did not remain the same as the ‘I’ one minute later. That is, subjectivity, like the view from my 
balcony, varied and changed all the time or we could say it was in an unceasing process of 
transformation and becoming something/someone else. Since subjectivity is dynamic, fluid and 
unstable all the time, how can I do a chapter to finalise it? For me, I don’t feel it makes any sense to 
do a chapter named ‘conclusion’ which implies that the becoming is completed and then settled 
permanently. Thus, instead of calling this chapter ‘conclusion’, I would like to tell you this is not a 
conclusion and no final and permanent ‘truth’ is offered here as Foucault (1997) claims that:  
we have to give up hope of ever acceding to a point of view that could give us access 
to any complete and definitive knowledge [connaissance] of what may constitute our 
historical limits. And, from this point of view, the theoretical and practical 
experience we have of our limits, and of the possibility of moving beyond them, is 
always limited and determined; thus, we are always in the position of beginning 
again. (Foucault, 1997, pp. 316–317) 
During my journey of examining the subjectivity of teachers, students and me in the 
classroom, I am still not confident of telling you exactly who/what teachers, students and I were 
made as, since we were all changing and shifting our subject positions with each encounter with 
others. I would say that there is no origin from which we are formed to be someone and no 
destination in which we end up as someone, as Foucault (1980a) suggests that:  
 207 
... it's my hypothesis that the individual is not a pre-given entity which is seized on by the 
exercise of power. The individual, with his identity and characteristics, is the product of a 
relation of power exercised over bodies, multiplicities, movements, desires, forces. 
(Foucault, 1980a, pp. 73–74) 
Due to no origin and destination, why do we always focus on searching for who we were/are 
and who we will be? Here I am not saying it is not significant to think of who we were/are/will be; 
rather, I think we need to rethink of it deeply and differently by asking ‘what are we becoming?’ 
and ‘what were/are we produced as? instead of desiring to seek for the inherent nature of it. No 
origin or destination implies that there is no beginning or ending; that is, we always start in the 
middle, we are always capable of becoming someone else and the becomings are continuous 
(Deleuze & Guattari, 1987). 
‘Who was/am I or who will I be?’ I don’t know. ‘Who were/are teachers and students?’ I 
don’t know. ‘What is the truth?’ I don’t know. ‘What is knowledge?’ I don’t know. To be frank, I 
am still thinking of all these questions. Refusing the concept of pre-existing differences, knowledge, 
subjectivity, and truth, in this study, I led you to join my journey in which I installed myself to 
experience the resistances, struggles, refusals, acceptance, agreement and obedience of teachers, 
students and me to see their and my ongoing becoming of someone else. Troubling the NS-NNS 
dichotomy led us to rethink differences that are presumed to exist inherently in a different and 
diffractive way in which we see that differences are being made, which further indicates the 
dynamics of knowledge, subjectivity and truth. As you see, none of them is settled and permanent.  
Once again, this is not a conclusion, and not an ending either. The becomings are never 
finalised, finished and settled. I see this last chapter as a new beginning of another journey in which 
you are encouraged to imagine any possibility of thinking of what else we might become differently 
and diffractively by bearing this little question ‘what happens?’ (Foucault, 2002a) in mind. Hence, 
this is not an ending of my journey; rather, as indicated above, there is no origin and no destination, 
so I would say that my journey is never going to end and it continues going on as the subjectivity of 
teachers, students, and myself keeps being formed, shaped and reconstructed in every single 
encounter with others in the world. In place of putting an end to my journey, I would like to say the 
journey continues going. Becomings continue … 
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